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ABSTRACT 
There is consensus that regular classroom teachers should accommodate every child in their 
classroom including students with disabilities, learning difficulties, and with challenging behaviour 
(i.e., students with special educational needs or SENs). When catering for every child in their 
classroom, teachers report they face issues such as insufficient support, student diversity, students’ 
challenging behaviour, and difficulties with classroom management, Teachers’ attitudes towards 
inclusion and their self-efficacy towards inclusion are considered to be significant in catering for the 
needs of students with SENs in regular classrooms.  
Pre-service teachers’ attitudes towards inclusion have been reported in the literature to be 
generally positive, while in-service teachers attitudes are reported to be neutral or negative. However, 
there is limited literature specifically focusing on what influences early career teachers’ (i.e., first 5 
years of teaching; ECTs) attitudes, and to what extent attitudes influence ECTs’ intentions to engage 
with inclusive practice. The literature on teachers’ self-efficacy mainly focuses on what influences 
teachers’ self-efficacy instead of to what extent teachers’ self-efficacy impacts their intentions to 
engage with inclusive practice. A number of issues that ECTs face, overlap with issues that are 
addressed within the context of inclusive practice. Again, very few studies have examined ECTs’ 
future career intentions and their relationship with ECTs’ intentions to engage with inclusive practice.  
A sequential mixed method design of survey and interviews was applied to examine the 
relationship between ETS’ intentions to engage with inclusive practice and their future career 
intentions in the Sydney metropolitan area. A total of 79 ECTs completed a survey developed based 
on the constructs of the Theory of Planned Behaviour. Attitudes and perceived behavioural control 
positively influenced ECTs’ intentions to engage with inclusive practice. Support and perceived 
behavioural control had positive influence on ECTs’ future career intentions. The results indicated 
that there was very small correlation between ECTs’ intentions to engage with inclusive practice and 
their future career intentions. 
Six ECTs participated in the interviews. The results reported that attitudes towards inclusion, 
school support, and positive school culture had an impact on their intentions to engage with inclusive 
practice. School support, especially from school colleagues and a paraprofessional (or SLSO), were 
considered the most effective when engaging with inclusive practice. Despite participants reporting 
that differing types of and level of support were helpful, personal resilience emerged as a construct 
that contributed to ECTs’ intentions to stay in the teaching profession. 
Future studies should continue to examine the relationship between ECTs’ intentions to 
engaging with inclusive practice and their future career intentions to generalise the results of the study. 
Further, it is recommended they investigate how personal resilience influences ECTs’ intentions to 
stay in the teaching profession.
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Chapter One 
Introduction 
 
There has been a growing trend across the globe to embrace the principles of inclusion. The 
principles of inclusion promote the right for students to be educated in regular schools regardless of 
their ability, disability, religion or culture (Ainscow, Booth, & Dyson, 2006a). The right of students 
to access and participate in education has been an international issue over many years. However, 
the right of students with a disability to access and participate in an education has been a relatively 
recent development. The United Nations Education, Scientific and Cultural Organisation 
(UNESCO) endorsed this right through the Salamanca Statement and Framework for Action on 
Special Needs Education (UNESCO, 1994). Three hundred participants agreed to uphold the right 
of all students to an education, particularly students with special education needs (i.e., students with 
SENs) in regular classrooms. In this statement, it was emphasised that “schools should 
accommodate all children regardless of their physical, intellectual, social, emotional, linguistic or 
other conditions” (UNESCO, p. 6).  
The World Declaration on Education for All (UNESCO, 1990) assembled in Jomtein, 
Thailand, and reiterated the right of all children to an education. They argued that, “education is a 
fundamental right for all people” (UNESCO, 1990, p. 2). In the conference, it was emphasised that 
equal access to education is required for students with a disability regardless of the types of 
disabilities (UNESCO, 1990). The Convention on the Rights of Persons with Disabilities and 
Optional Protocol (Convention; United Nations, 2006) furthered this call by stating that “Persons 
with disabilities are not excluded from the general education system on the basis of disability, and 
that children with disabilities are not excluded from free and compulsory primary education, or 
from secondary education, on the basis of disability” (United Nations, 2006, Article 24 2a).  
In 2016, on the tenth anniversary of the Convention, the United Nations strongly reiterated 
that state parties strengthen their efforts in ensuring the rights of students with a disability to an 
education are met. In General Comment No 4, it was stated: 
 
… despite progress achieved, the Committee on the Rights of Persons with Disabilities 
(herein after: the Committee) is concerned that profound challenges persist. Many millions 
of persons with disabilities continue to be denied a right to education, and for many more, 
education is available only in settings where they are isolated from their peers and receive an 
inferior quality of provision. (UN Committee on the Rights of Persons with Disabilities 
(CRPD), 2016, p. 2). 
 
In Australia, the Disability Discrimination Act (Commonwealth Government, 1992) and the 
Disability Standards for Education (Commonwealth Government, 2005) emphasise that students 
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with SENs have a right to be educated on the same basis as students without a disability. The 
Disability Discrimination Act reinforces that it is illegal for schools in Australia to refuse enrolment 
to a child on the grounds that the child has a disability (Commonwealth Government, 1992). The 
right to an education is upheld in the Melbourne Declaration, and the Australian Curriculum, with 
an emphasis that every school in Australia needs to provide education to meet the diverse 
educational needs of each student. Schools in Australia must be free from disability discrimination 
and reduce disadvantages which may result from disability (Ministerial Council on Education, 
Employment, Training and Youth Affairs [MCEETYA], 2008; Australian Curriculum, Assessment 
and Reporting Authority [ACARA], 2013). 
Despite the international efforts to afford every student an education, consensus on the 
definition of inclusion is diverse. This is because definitions will change depending on the 
perspective a person has of the subject (Ainscow, Booth & Dyson, 2006b). According to Ainscow 
and colleagues (2006b), there are two types of definition: a narrow definition and a broad definition. 
There have been proposals which have sought to the narrow definition of inclusion (Ainscow et al., 
2006b). According to this approach, inclusion is defined as the promotion of including students 
with a disability or SENs in a regular education setting (de Boer, Pijl, & Minnaert, 2011; Boyle, 
Topping, & Jindal-Snape, 2013). This definition focuses on what is needed to ensure students with 
SENs may fully participate in a regular classroom (Armstrong, Armstrong, & Spandagou, 2010). 
On the other hand, the broad definition focuses on all students. The Salamanca Statement 
and Framework for Action on Special Needs Education (UNESCO, 1994), a landmark in education 
policy (Kiuppis, 2013), defined inclusion as follows:   
 
Schools should accommodate all children regardless of their physical, intellectual, 
social, emotional, linguistic or other conditions. This should include disabled and 
gifted children, street and working children, children from remote or nomadic 
populations, children from linguistic, ethnic or cultural minorities and children 
from other disadvantaged or marginalised areas or groups. (UNESCO, p. 6) 
 
This definition was made to be as broad as possible so as to accommodate all children 
(Ainscow et al., 2006a; Avramidis & Norwich, 2002; Costello & Boyle, 2013; Mastropieri & 
Scruggs, 2001; Nind & Wearmouth, 2006). The broad definition does not focus on specific groups 
of students. Rather, it emphasises that all students are valued and bring diverse backgrounds to the 
educational setting (Armstrong et al., 2010). Those who uphold this definition disagree with 
establishing special programs for any student who needs support to achieve learning outcomes, 
including students with disabilities, students with English as a Second Language needs, students 
from overseas, and gifted and talented students (Shaddock, MacDonald, Hook, Giorcelli, & Arthur-
Kelly, 2009). Instead, they consider how schools can reduce barriers to participation and learning 
 3 
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of all students, and increase capacity to respond to students’ diversity (Ainscow et al., 2006a). Such 
statements as the Salamanca statement (UNESCO, 1994), World Declaration on Education for All 
(UNESCO, 1990) and Convention on the Rights of Persons with Disabilities and Optional Protocol 
(United Nations, 2006) are consistent with the broad definition. In the current study, the broad 
definition of inclusion has been adopted. Specifically, a focus of the current study is students who 
are confirmed with a disability, have challenging behaviour, or learning difficulty (i.e., students 
with SENs).  
Based on policies and legislations, Australian schools have embraced the philosophy of 
inclusion, with differing derivatives of the concept used. Care, therefore, should be given to 
distinguishing between the concepts of inclusion, inclusive education and inclusive practice. 
Inclusive education is a process for the maximum participation and the minimum exclusion of 
students with SENs in regular classrooms and schools. Inclusive practice refers to the actual 
behaviour and pedagogy teachers and educators use to provide meaning to the concept of inclusion 
(Florian & Black-Hawkins, 2011).  
When implementing inclusion into practice, there are a number of persons such as policy 
makers, school executives, parents, teachers and school staff who support and contribute to impact 
the effectiveness of this practice. Among them, teachers are in the front line of enacting the 
principles of inclusion in education. Teachers are expected to engage in the day-to-day operation of 
inclusive practice. Teachers are also expected to cater to the diverse needs of students in their class 
(Beattie, Jordan, & Algozzine, 2014).  
To engage with inclusive practice, teachers need to be flexible, tolerant, accepting and 
reflective (Beattie et al., 2014). Teachers’ actual engagement with inclusive practice is influenced 
by the intention to engage with inclusive practice. The intention to engage with inclusive practice is 
impacted by attitudes towards inclusion, a teacher’s opinion about what others think about 
engaging with inclusive practice (i.e., subjective norms) and the teacher’s self-efficacy of 
engagement with inclusive practice. However, there has been a lack of literature examining these 
variables that impact teachers’ intentions to engage with inclusive practice. Examining the 
variables that influence teachers’ intention to engage with inclusive practice has been one of the 
main foci of this study. 
To date, a number of studies have focused on examining the impact of teachers’ background 
variables on attitudes towards inclusion or self-efficacy (e.g., Ahmmed, 2013; Forlin, Sharma, & 
Loreman, 2014; Sharma & Nuttal, 2016). Teachers’ attitudes towards inclusion and self-efficacy 
are considered as a crucial variable when teachers engage with inclusive practice (Avramidis & 
Kalyva, 2007). As a result, there have been a number of research papers examining what variables 
influence teacher’s attitudes towards inclusion (e.g., Ahmmed, Sharma, & Deppeler, 2012; Sokal & 
Sharma, 2014). Teachers’ background variables include the number of years of teaching experience, 
 4 
 
A
p
p
en
d
ix
 Q
 In
terv
iew
 a
x
ia
l a
n
d
 su
p
p
o
rtin
g
 o
p
en
 co
d
es 
gender, a unit of study in special and inclusive education undertaken at university, experience with 
inclusive practice, and professional learning.  
Research studies on teachers’ attitudes towards inclusion have been conducted at a pre-service 
teacher level and an in-service teacher level. They found that pre-service teachers generally held 
positive attitudes towards inclusion (e.g., Kraska & Boyle, 2014; Loreman, Forlin, and Sharma, 
2007). Variables that influence pre-service teachers’ attitudes towards inclusion were types of 
disability of students and a unit of study in special and inclusive education undertaken at pre-
service level (Sharma & Nuttal, 2016; Thaver & Lim, 2014). Researchers expect that teachers will 
maintain these positive attitudes towards inclusion when they work as a teacher in inclusive 
practice.  
However, literature shows that in-service teachers’ attitudes towards inclusion is neutral or 
negative (e.g., Galovic, Brojcin, & Glumbic, 2014; Kalyva, Gojkovic, & Tsakiris, 2007). The 
students’ disability diagnosis, experience with inclusive practice, school support, and the number of 
years of teaching are variables that impact on in-service teachers’ attitudes towards inclusion (e.g., 
Ahmmed, 2013; Avramidis & Kalyva, 2007; Berry, 2010). Specifically, some studies found that 
attitudes of early career teachers (ECTs; i.e., first five years of teaching experience) are more 
positive than those who have worked as a teacher for more than six years (Savolainen, Engelbrecht, 
Nel, & Malinen, 2012).  
Self-efficacy in inclusive practice is also a variable that influences teachers’ intentions to 
engage with inclusive practice. In turn, self-efficacy influences their actual engagement with 
inclusive practice. What researchers found is that when teachers have strong self-efficacy in 
implementing inclusive practice, they welcome it and respond positively to students’ challenging 
behaviour, unlike teachers who have weak self-efficacy (Tschannen-Moran, Wolfolk Hoy, & Hoy, 
1998). Like the literature on teachers’ attitudes towards inclusion, studies on teachers’ self-efficacy 
in inclusive practice have focused on the extent to which variables have influence. Variables such 
as professional learning, and understanding legislation and local policies provide teachers with a 
stronger self-efficacy in inclusive practice (Forlin et al., 2014; Forlin & Sin, 2010). Students’ 
challenging behaviour and classroom management were pointed out as influencing formation of 
teachers’ self-efficacy in inclusive practice as well (Malinen, Savolainen, Engelbrecht, Xu, Nel, 
Nel & Tlale, 2013). Although there is research examining variables that impact on teachers’ self-
efficacy, studies which focused on to what extent self-efficacy actually influences their intentions 
to engage in inclusive practice were limited.  
Students’ challenging behaviour and classroom management were variables that affect not 
only teachers’ self-efficacy but ECTs’ career decision making as well. The teaching profession is 
sometimes described as a ‘revolving door’. This is because a number of teachers enter and resign 
the profession soon after graduating (i.e., first five years of teaching). According to Staff in 
Australia’s Schools 2013 (SIAS 2013, McKenzie, Weldon, Rowley, Murphy, & McMillan, 2014), 
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ECTs comprise 20% of primary school teachers in NSW. Among the ECTs, when asked whether 
they would teach in the future, 40% of ECTs were unsure while 7% of ECTs intended to leave the 
teaching profession in the next three years.  
ECTs indicated that behaviour management, classroom management, and meeting diverse 
learning needs of students made ECTs reluctant to stay in the teaching profession (Buchanan, 
Prescott, Schuck, Aubusson & Burke, 2013; Fantilli & McDougall, 2009). Supports from school 
executives, school colleagues, and staff members were one of the reasons for ECTs to stay in the 
teaching profession (Allensworth, Ponisciac & Mazzeo, 2009; Burke et al., 2015; Romano, 2008). 
Every teacher is expected to accommodate students in the class regardless of students’ disabilities, 
abilities, religion or culture (Ainscow et al., 2006a; Boyle et al., 2013; Burke & Sutherland, 2004). 
The challenges ECTs face in their teaching profession are overlapped with challenges that teachers 
face in inclusive practice such as behaviour management and meeting individual student’s 
educational needs (Bourke, 2010; Savolainen et. al., 2012). Although triggers that result in teachers 
leaving or staying in the teaching profession are similar to engaging with inclusive practice, there 
are limited studies conducted on the relationship between ECTs’ decision to stay in the teaching 
profession and ECTs’ engagement with inclusive practice. The relationship between ECTs’ 
decision to stay in the teaching profession and their engagement with inclusive practice was a focus 
of the current study.  
 
1.1 The Purpose of the Current Study 
The purpose of the current study was to establish a greater understanding of: 1) contributing 
variables that influence the intention of ECTs to engage with inclusive practice, which include 
attitudes towards inclusion, other people’s opinion about how ECTs engage with inclusive practice, 
and the role of different school supports with regard to inclusive practice and self-efficacy; 2) 
contributing variables that influence future career intention of ECTs, which include self-efficacy 
and the role of different school supports with regard to inclusive practice; and 3) the extent of the 
relationship between ECTs’ intention of engaging with inclusive practice and their future career 
intentions. 
 
1.2 Significance of the Study 
The significance of the study is summarised into two main points. First, it will provide 
information about primary ECTs in relation to their intention to engage with inclusive practice and 
variables that influence this intention. Although there have been a number of studies on variables 
that influence attitudes towards inclusive practice and self-efficacy on inclusive practice, the 
research is limited in examining to what extent attitudes towards inclusive practice and self-
efficacy impact teachers’ intention to engage with inclusive practice. Through the current study, it 
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is expected that findings will help contribute to a better understanding of what variables influence 
ECTs’ intention to engage with inclusive practice. This information will be of interest to policy 
makers, and school executives so they can create an environment where ECTs can maintain or 
develop intention to engage with inclusive practice. Further, these results will give teacher 
educators insights in how to better prepare courses which educate future teachers about inclusive 
education in a way that promotes intention to engage with inclusive practice. 
Secondly, it is expected that the findings of the current study will assist policy makers and 
educators better manage issues of teacher attrition within the context of inclusive education. 
Although there have been limited studies that have sought to understand teachers’ burnout and its 
relationship with inclusive practice (Talmor, Reiter, & Feigin, 2005), there is no literature 
examining the relationship between ECTs’ future career intentions and their intention to engage 
with inclusive practice. The current study will address these questions by detailing the different 
variables that influence primary ECTs’ intentions about their future careers within an inclusive 
practice context. The current study will add to the literature by examining variables that impact on 
ECT’s future career decisions associated with inclusive practice. This analysis will prove helpful 
for policy makers and school executives making decisions over ways to support ECTs. 
A theoretical framework helps to better guide the investigation into the interrelationship 
between different variables and thereby focuses the line of inquiry. Further, it helps to predict what 
possible problems may arise in the future based on the framework and this allows for action to be 
taken to prevent these problems from happening (Joyner, Rouse, & Glatthorn, 2013). In the current 
study, the understanding of variables that influence ECTs’ intentions to engage with inclusive 
practice and ECTs’ future career intentions were examined within a theoretical framework of the 
Theory of Planned Behaviour. 
 
1.3 Theoretical Framework   
In the current study, the Theory of Planned Behaviour has been used as the theoretical 
framework. Thus, this section examines the Theory of Planned Behaviour and its application with 
regard to ECTs’ intentions to engage with inclusive practice and their future career intentions as 
their intentions relate with their preparedness to work within inclusive practice. 
1.3.1 History of the Theory of Planned Behaviour.  In early studies on attitudes, it was 
postulated that person’s attitudes was the most significant factor when trying to understand an 
individual’s behaviour. As a result, the literature on attitudes tended to focus on prediction of 
behaviour based on considerations of attitudes. However, it was found that it was difficult to 
predict an individual’s behaviour by solely relying on attitudes. Since then it has been argued that 
other variables should be taken into consideration to better predict behaviour. The Theory of 
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Reasoned Action is one theory that includes a number of predictors alongside attitudes in an 
attempt to understand an individual’s behaviour.  
The Theory of Reasoned Action was postulated by Ajzen and Fishbein (1980) who based 
their theory on the assumption that individuals have control over their behaviour. This theory 
considers intention as a key component in performing a behaviour and it is hypothesised that an 
individual’s behavioural intention directly influences their actual behaviour. Behavioural intention 
was formed through an aggregation of two predictors, attitude and subjective norm. The 
relationship between predictors is illustrated in Figure 1.1.  
 
 
 
1.3.1.1 Attitudes.  Within the Theory of Reasoned Action, attitudes towards a target 
behaviour are grounded on the expectancy-value model (Fishbein & Ajzen, 1975). According to 
this model, attitudes towards the target behaviour are formed in relation to an individual’s 
evaluation of their beliefs about the behaviour. These beliefs, termed behavioural beliefs, are the 
subjective probability with regards to the performance of the behaviour. In addition to behavioural 
beliefs, an individual develops favourable or unfavourable attitudes towards the behaviour 
(Fishbein & Ajzen, 1975). For instance, if an ECT believes that every child should be educated in 
regular schools, their beliefs about engaging with inclusive practice is more likely to influence 
positively their attitude. Consequently, they hold positive attitudes towards engaging with inclusive 
practice. 
1.3.1.2 Subjective norms.  Subjective norms are perceived as social pressures to 
perform or not perform the target behaviour. Subjective norms are formed based on normative 
beliefs. Normative beliefs are an individual’s beliefs about whether referent people (e.g., principals, 
colleagues, or supervisor) or groups consider the behaviour can be performed (Ajzen & Fishbein, 
2005). Alternatively, the chance of performing a target behaviour would increase if performing the 
Attitude 
Subjective 
norm 
Behavioural 
Intention 
Behaviour 
Figure 1.1. The Theory of Reasoned Action as originally postulated by Ajzen and Fishbien 
(adopted from Madden, Ellen, & Ajzen, 1992 p. 4). 
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behaviour is approved by an individual’s important referent people and/or groups. Specifically, if 
an ECT believes that referent people favour an inclusive education environment or expect them to 
engage with inclusive education practice, referent people would exert pressure and expectations on 
an ECT to engage with inclusive education practice.  
1.3.1.3 Intention.  The aggregation of attitudes towards the behaviour and subjective 
norms leads to an individual’s intention to perform the behaviour. Intention is considered as the 
immediate determinant of actual behaviour (Ajzen & Fishbein, 2005). This is because when an 
individual performs the behaviour, they do so based on an already formed intention. Thus, if an 
individual possesses full intention of performing the behaviour, they are more likely to act on their 
intentions.  
1.3.1.4 Limitation of the Theory of Reasoned Action.  Since this theory has been 
introduced, it has been extensively applied in order to understand or predict an individual’s 
behaviour (Ajzen, 2011). However, it has been found that an individual may have difficulties in 
performing the targeted behaviour. This is because the Theory of Reasoned Action is mainly 
focused on internal variables that can be controlled by an individual to predict intention. 
Consequently, it is difficult to explain an individual’s behaviour if external variables are involved. 
External variables include support, resources or time, and are variables that cannot be controlled by 
an individual (Ajzen, 2011). For instance, John has favourable attitudes towards engaging in 
inclusive practice and believes that referent people would think engaging in inclusive practice is 
important. Thus John’s intention to engage with inclusive practice will be positive. However, in the 
case where an individual does not have access to the necessary resources or knowledge, then there 
may be a barrier to translating intention into behaviour. Because of the limitation of the Theory of 
Reasoned Action, it has been suggested that external variables should be taken into consideration in 
support of the theory. The Theory of Planned Behaviour was proposed to overcome the limitation 
of the Theory of Reasoned Action, and to explain how external variables affect an individual’s 
behaviour performance along with internal variables. 
 
1.3.2 Theory of Planned Behaviour.  The Theory of Planned Behaviour has its basis in 
the Theory of Reasoned Action. Like the Theory of Reasoned Action, behavioural intention is 
considered as a key variable in predicting that behaviour will be performed in the Theory of 
Planned Behaviour. The most noticeable difference between the Theory of Planned Behaviour and 
the Theory of Reasoned Action is the control beliefs and perceived behavioural control factors as 
depicted in Figure 1.2.  
1.3.2.1 Control beliefs and perceived behavioural control.  Along with intention, 
perceived behavioural control performs an important function in the Theory of Planned Behaviour. 
Perceived behavioural control is conceptually no different from Bandura’s self-efficacy (Bandura, 
1977). Perceived behavioural control is an individual’s perceptions of their capacity to perform the 
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behaviour and is based on control beliefs. Control beliefs are considerations of the presence or 
absence of control factors that can make performing behaviour easier or more difficult. Control 
factors include skills, abilities, time, resources, opportunities, or past experience (Ajzen & Cote, 
2008). Thus, if an individual believes that they can access resources and opportunities relating to 
performing certain behaviour, and they believe that they possess relevant skills or abilities, then 
they may believe that they are able to perform the behaviour. For instance, if an ECT believes that 
they have the skills and support to engage in inclusive practice, they are more likely to have a 
belief in their capacity and intention to undertake the engagement with inclusive practice.  
1.3.2.2 Intention.  The intention in the Theory of Planned Behaviour is based on the 
intention variable in the Theory of Reasoned Action. The main difference between intention in the 
theory of Reasoned Action and the Theory of Planned Behaviour are the variables that form 
intention. The intention of performing a target behaviour in the Theory of Planned Behaviour is 
influenced by a combination of attitudes towards the behaviour, subjective norms and perceived 
behaviour control (Ajzen & Cote, 2008). For example, if an ECT has a more favourable attitudes 
and subjective norm towards engaging in inclusive practice, and a strong perceived behavioural 
control (i.e., relevant skills, and sufficient support to promote inclusive culture), their intention to 
work in an inclusive education environment should be stronger.   
Figure 1.2. The Theory of Planned Behaviour (adopted from Ajzen & Fishbein, 2005, p. 194) 
Intention Behaviour 
Actual 
behavioural 
control 
Behavioural 
beliefs 
Attitude 
towards 
the 
behaviour 
Normative 
beliefs 
Subjective 
norm 
Control 
beliefs 
Perceived 
behavioural 
control 
Background 
factors 
 
Individual 
Personality 
Mood  
Emotion 
Intelligence 
Values 
Stereotypes 
General 
attitudes 
Experience 
 
Social 
Education, 
Age  
Gender 
Income 
Religion 
Race  
Ethnicity 
Culture 
 
Information 
Knowledge 
Media 
Intervention 
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1.3.2.3 Actual behaviour control.  In the Theory of Planned Behaviour, a person is 
expected to carry out their intention when an individual performs the target behaviour. However, at 
this point, the actual behaviour control interrupts potential behaviour. Actual behavioural controls 
are factors that cause behaviour to be performed or not performed (e.g., ability, skills, available 
support, time, resources, or collaboration). It indicates that the possibility of performing the target 
behaviour becomes stronger when actual behavioural control is high (Ajzen & Fishbein, 2005). 
Specifically, when an ECT teaches students with SEN in their classroom, they are expected to carry 
out their intention. If skills or support (i.e., actual factors) related to engaging with inclusive 
practice are limited in an ECT’s school, the teacher may become disillusioned, even though they 
were initially positive about working in an inclusive education environment. Ajzen and Fisbein 
(2005) insist that perceived behavioural control can be substituted for actual behavioural control if 
perceived behavioural control is reflected accurately (as shown by the dotted arrows in Figure 1.2).  
1.3.2.4 Background variables.  Attitudes towards the behaviour, subjective norms and 
perceived behaviour control are the major determinants of intentions and the behaviour within the 
Theory of Planned Behaviour. These determinants are potentially influenced by various variables 
such as age, gender, education, ethinicity, past experience, support and so forth. Background 
variables influence behavioural, normative or control beliefs and can change attitudes towards the 
behaviour, subjective norms or perceived behavioural control. Consequently background variables 
exert influence on behaviour indirectly (Ajzen & Fishbein, 2005). Dotted arrows to beliefs in 
Figure 1.2 indicate that background variables do not need necessarily to be connected to the beliefs. 
Ahmmed, Sharma, and Deppeler (2014) included background variables such as age, educational 
qualifications and the number of years teaching experience to examine the effect of teachers’ 
attitudes towards inclusion, subjective norms and perceived behavioural control on intention to 
engage with inclusive practice. Primary school teachers in Bangladesh completed the survey 
developed by Ahmmed et al. (2014). Attitudes towards inclusion, subjective norms and perceived 
behavioural control explained a 40% intention to engage with inclusive practice. After controlling 
the three determinants of intentions, background variables explained another 2% of intention to 
engage with inclusive practice (𝑅2 = .42, 𝐹(11,696) = 45.23, 𝑝 < .001). In particular, more 
teaching experience had positive impact on teachers’ intentions to engage with inclusive practice 
(𝛽 = .26, p < .05) while age had a negative impact on teachers’ intention to engage with inclusive 
practice (𝛽 = -.23, p < .05). 
The Theory of Planned Behaviour has been widely used in a number of studies to predict or 
understand target behaviour in various areas such as health (Ajzen, 2011), health related behaviour 
(Arden & Armitage, 2008; Armitage, 2007; Chatzisarantis, Hagger, Wang, & Thogersen-Ntoumani, 
2009) and inclusive education (Ahmmed et al., 2014; Batsiou, Bebetsos, Panteli, & Antoniou, 2008; 
Campbell 2010; Kuyini & Desai, 2007; MacFarlane & Woolfson, 2013; Sharma & Jacobs, 2016; 
Yan & Shin, 2014). Literature adopting the Theory of Planned Behaviour in examining teachers’ 
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intentions or behaviour to engage with inclusive practice will be addressed in detail in the next 
chapter. In the following section, a theoretical model for this study will be outlined.   
 
1.3.3 The Theory of Planned Behaviour and intentions to engage with inclusive 
practice.  This section examines how ECTs’ engagement with inclusive practice is formed, 
depicted in Figure 1.3. According to the Theory of Planned Behaviour, when an ECT engages in 
inclusive practice (i.e., 2E shown in Figure 1.3) in their classroom, they educate students in their 
classroom by reflecting on their intention of engaging with inclusive practice (i.e., 2D). Thus 2D is 
formed in aggregation with three determinants: their general feeling of favourableness or 
unfavourableness of engaging with inclusive education (i.e., 2A); considering the opinion of 
referent people about the ECT engaging with inclusive practice (i.e., 2B), their thoughts about their 
capacity for educating every student in inclusive practice (i.e., 2C). When an ECT has more 
favourable attitudes towards inclusive education and subjective norms, and a strong perceived 
behaviour, they have a greater intention of engaging with inclusive practice. Consequently, they 
will carry out their intention, when they engage with inclusive practice.  
 
 
 
1.3.4 The Theory of Planned Behaviour and future career intentions of ECTs.  
According to the Theory of Planned Behaviour, an ECT’s decision to stay in the teaching 
profession (i.e., 1E shown in Figure 1.4) is influenced by future career intentions (i.e., 1D). 1E is a 
ECTs’ thoughts relating to whether ECTs would stay in the profession and educate students or not. 
It is formed from an aggregation of determinants: attitudes towards staying in the teaching 
profession (i.e., 1A), subjective norms (i.e., 1B) and perceived behavioural control (i.e., 1C). Thus, 
Intention of 
engaging with 
inclusive 
practice (2D) 
Engaging with 
inclusive 
practice (2E) 
 
Perceived 
behavioural control 
(2C) 
Subjective norms 
(2B) 
Attitude towards 
inclusive education 
(2A) 
Figure 1.3. The Theory of Planned Behaviour and engaging with inclusive practice 
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if an ECT has favourable attitudes towards teaching (1A) and the opinion of referent people about 
remaining in the teaching profession (1B), and strong self-efficacy (1C), then their intentions to 
stay in the profession (1D) should be strong. Consequently, they will stay in the teaching 
profession (1E) if they have a strong intention to stay in the teaching profession. This decision on 
staying in the profession is depicted in the Figure 1.4. 
 
 
 
 
 
 
 
 
 
 
 
 
 
1.3.5 Theoretical model of the study.  Figure 1.5 depicts the theoretical model that 
forms the basis of the study. This model is the result of a combination of the two models in Figure 
1.3 and Figure 1.4. Actual behaviour of engaging with inclusive practice and decisions about 
staying in the teaching profession are excluded so as to avoid bias from survey participants and 
interviewees being asked to reflect on their behaviour. Actual behaviour can be predicted by 
intention when an individual can control the situation to perform the behaviour (Ajzen, 2011). Thus, 
ECTs’ engagement with inclusive practice and their decisions about staying in the teaching 
profession can be anticipated by taking into account their intentions to engage in inclusive practice 
and how they understand their future career.  
To examine ECTs’ intentions to engage with inclusive practice, such variables as attitudes 
towards inclusive practice, subjective norms, and perceived behavioural control are included. 
Attitudes towards inclusive practice, subjective norms, and perceived behavioural control are 
affected by an individual’s background factors (Ajzen & Fishbein, 2005). Thus, an individual’s 
background variables on the left side of Figure 1.5 were chosen for the study based on the literature 
review. In the current study, these background variables listed in Figure 1.5 will be used to 
examine to what extent these background variables influence ECTs’ attitudes towards inclusive 
practice, subjective norms, and perceived behavioural control. Further, these background variables 
were adopted to examine to what extent ECTs’ intentions to engage with inclusive practice are 
Future 
career 
intention 
(1D) 
 
Decision about 
staying in the 
profession (1E) 
 
Perceived 
behavioural control 
(1C) 
Subjective norms 
(1B) 
Attitude towards 
teaching (1A) 
Figure 1.4. TPB and decision about staying in the profession 
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mediated by their attitudes towards inclusive practice, subjective norms, and perceived behavioural 
control. 
To examine ECTs’ future career intentions, experience with educating students with SENs, 
school support, and perceived behavioural control was included. School support is a significant 
factor that motivates ECTs to continue in the profession, despite the difficulties many ECTs 
experience (Buchanan et al., 2013; Ewing & Manuel, 2005). Reasons ECTs decide to leave the 
profession are similar to issues with regard to engaging with inclusive practice. Issues include 
heavy workloads; difficulty in catering to the diverse needs of all children within their classes; 
issues with classroom management; and supporting classroom behaviour of children in their 
classrooms (Ewing & Smith, 2003; Ewing & Manuel, 2005; Johnson & Birkeland, 2003; Manuel, 
2003; Romano, 2008). However, only a limited number of studies have examined which particular 
issues that ECTs experience are the subject of school support. In particular, it is not clear whether 
ECTs have received school support with regard to engaging with inclusive practice in the current 
literature. Based on the theoretical framework of the study and the literature review, research 
questions were established. The following section shows the research questions. 
 
1.4 Research Questions 
To what extent is there a relationship between inclusive practice and the future career 
intentions of ECTs? 
1. What are the variables that affect ECTs’ intentions to engage with inclusive practice? 
2. What background variables influence the attitudes towards inclusion, subjective 
norms, and perceived behavioural control and in turn, affect the intentions of ECTs 
to engage with inclusive practice? 
3. What are the variables that impact on ECTs’ future career intentions? 
4. To what extent is there a correlation between ECTs’ intention to engage in inclusive 
practice and their future career intentions? 
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1.5 Overall Aim of Study and Chapter Outline 
The overall aim of this study was to investigate the relationship between ECTs’ intention to 
stay in the profession and to engage in inclusive practice. In outlining this study, the following 
chapters were developed. Chapter One is the Introduction and contains an introduction to the 
current study, purpose of the current study, significance of the current study, research questions, 
research design, overall aim, and limitations of the current study. 
Chapter Two is the Literature Review chapter. In this chapter, literature relevant to the topic 
of the current study is explored. Studies with regard to pre- and in-service teachers’ attitudes 
towards inclusion, self-efficacy, intentions to engage with inclusive practice and ECTs’ intentions 
to stay in the teaching profession are examined. Based on the convergence of material in the 
literature review, the foci of the research questions are restated. 
Chapter Three is the Methodology and provides an overview of research design. This chapter 
consists of four parts: research design, survey, interviews, and meta-inferences of the survey and 
the interview results. A convergence mixed-method design is explained in the first part. Then 
survey instruments, sample, procedures, ethics and data analysis method are detailed. After that, 
interview instruments, procedures, ethics, participants and data analysis method are described. In 
the final part of the chapter, how to interpret the survey and the interview results is described. 
The Survey Results are reported in Chapter Four. Descriptive analysis is addressed in the first 
part. Multiple regression analysis was adopted to examine to what extent attitudes towards 
Intention of 
engaging with 
inclusive 
practice (I) 
Perceived 
behavioural control 
(S) 
Subjective norms (N) 
Attitudes towards 
inclusive education 
(A) 
Figure 1.5. The Theory of Planned Behaviour and intention of engaging with inclusive 
practice and future career for ECTs 
Future career 
intentions (F) 
Background 
variables 
 
Past experience 
 
 
The number of 
years of teaching 
experience 
 
A unit of study 
taken in 
special/inclusive 
education at a 
pre-service level 
 
 
School support 
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inclusion, subjective norms and perceived behavioural control influence ECTs’ intention to engage 
with inclusive practice. Also, multiple regression analysis was used to examine to what extent 
perceived behavioural control and school support influence ECTs’ future career intentions. Finally, 
sets of PROCESS analyses were implemented to find out to what extent background variables of 
ECTs influence their intentions to stay in the teaching profession and their intentions to engage 
with inclusive practice through attitudes towards inclusion, subjective norms, and perceived 
behavioural control. The need for follow-up data collection is addressed and the interview 
questions drawn from the survey results are addressed. 
Chapter Five reports the Interview Results. Grounded theory data analysis was adopted for 
the data analysis of the current study. Open coding was applied at the first level of analysis. One 
hundred and fifty-five open codes were drawn. At the second level of analysis, the open codes were 
subsumed by a category. At the third level of analysis, three themes were created based on 
categories created in level two. Three themes were drawn from the data analysis: teacher variables, 
school climate and future career intentions. Findings from the analysis are addressed based on the 
three themes.   
Chapter Seven provides a Discussion of results. The results from the survey and the 
interviews have been triangulated and are presented as a response to the research questions. The 
findings of the current study are linked to the previous literature. Limitations of the current study 
are presented. Implementation and suggestions for further research is presented in the conclusion to 
the current study.   
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Chapter Two 
Literature Review 
 
The previous chapter introduced key constructs of the current study - attitudes towards inclusion, 
subjective norms, perceived behavioural control, and ECTs’ future career intentions. The previous chapter 
also introduced the Theory of Planned Behaviour as the theoretical frame work of the current study. This 
chapter reviews the literature relevant to teacher attitude, self-efficacy and teacher retention. The chapter 
begins with examining literature surrounding the principles of inclusion, legislation, convention and 
policy that impact inclusive practice. The chapter is followed by exploring the definition of attitude and 
variables that impact attitudes. Definitions of self-efficacy, effect of self-efficacy and variables 
influencing self-efficacy are also reviewed. Also, the current chapter reviews teachers’ intentions to 
engage with inclusive practice and what influences those intentions. Lastly, the background to teacher 
retentions, and variables which impact teacher retention are reviewed and discussed.   
 
2.1 Inclusion in Education 
Researchers have discussed a definition of inclusion over the past decades. However, inclusion is 
difficult to capture in a single definition. This is because the meaning of inclusion can differ depending on 
the perspective a person, and the context of the individual (Ainscow, Booth, & Dyson, 2006b; Booth & 
Ainscow, 2011; Graham & Spandagou, 2011). Hall (1996) defined inclusion as “full membership of an 
age-appropriate class in your local school doing the same lessons as other pupils and it mattering if you 
are not there. Plus you have friends who spend time with you outside of school” (p. 31). From this 
definition, it is shown that Hall (1996) focused on detailing what is needed to ensure that students with 
SEN can receive the support they need to fully participate in a regular classroom. From this perspective, 
inclusion is considered only for students with SENs (Forlin, Chambers, Loreman, Deppeler, & Sharma, 
2013) and this perception starts from special education. On the other hand, there are others who view 
inclusion as a human right and as acceptance of diversity in a community. 
Booth and Ainscow (2011) defined inclusion as about supporting schools to ensure all children are 
educated and supported regardless of disability, ability, background, experience and skills. Foreman 
(2011) argued that inclusion involves schools meeting the needs of all children in their community 
without question, regardless of their ability, their disability or their background in the community. Those 
who advocate this approach insist that every student is different in many different ways, such as ethnic 
background, Socio Economic Status, disability, experience and skills (Sharma, Loreman, & Forlin, 2012). 
They argued that inclusion should be for all students and it should not be limited only for students with 
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SEN (Foreman, 2011). Inclusion in education should be viewed as a whole school approach working 
together for quality education (Grima-Farrell, Bain, & McDonagh, 2011; Hoppey & McLeskey, 2014).  
International organisations such as the United Nations (UN) and United Nations Educational, 
Scientific, and Cultural Organisation (UNESCO) have also defined inclusion. Salamanca Statement and 
Framework for Action on Special Needs Education (UNESCO, 1994), held in Salamanca, Spain, 
protested that: 
 
schools should accommodate all children regardless of their physical, intellectual, social, 
emotional, linguistic or other conditions. This should include disabled and gifted children, 
street and working children, children from remote or nomadic populations, children from 
linguistic, ethnic or cultural minorities and children from other disadvantaged or 
marginalised areas or groups. (p. 6) 
 
Recently the United Nations Committee on the Rights of Persons with Disabilities released General 
Comment No.4: Right to Inclusive Education and defined the right to inclusion and inclusive education. 
Inclusion was defined as “involving a process embodying changes and modifications in content, 
approaches, structures and strategies in education, with a common vision that serves to include all 
students of the relevant age range” (CRPD, 2016, p. 4). The right to inclusive education is defined as “a 
process that transforms culture, policy and practice in all educational environments to accommodate the 
differing needs of individual students, together with a commitment to remove the barriers that impede that 
possibility” (Centre for Equal Opportunities, 2016, p. 3). When defining inclusive education, caution 
needs to be given. According to the General Comment No.4, the right to inclusive education “must be 
defined as such, through its realisation in concrete, organisational, structural and educational terms” not 
an “inclusive system” (Centre for Equal Opportunities, 2016, p. 3).  
 
2.2 Legislation, Policy and Convention 
In 1994, 92 nations including Australia and 25 international organisations signed the Salamanca 
Statement and promised their commitment to implement inclusion into practice (UNESCO, 1994). In the 
Statement, they proclaimed that every child has the right to be educated and every child has their unique 
characteristics, learning needs and abilities. Thus, education programs should be provided based on every 
child’s characteristics and needs. Further, they declared that students with SENs have the right to be 
educated in regular classrooms. To meet the needs of students with SENs, it was declared that child-
centred learning should be provided. Furthermore, it was urged that governments should give “highest 
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policy” priority for improvement of their education systems to include every child in regular schools 
regardless of their abilities, characteristics and needs (UNESCO, 1994, p. ix).  
The Convention on the Rights of Persons with Disabilities and Optional Protocol (United Nations, 
2006) recognised “the importance of accessibility … to education … in enabling persons with disabilities 
to fully enjoy all human rights” (p.3, italic in original paper). In Article 24 of this protocol, a guarantee of 
implementing inclusion in education at all educational levels was claimed to recognise human rights. To 
do this, General Comment No. 4 (2016), Article 24: Right to inclusive education (CRPD, 2016) specifies 
that State Parties must “reform their governance systems and financing mechanisms” to ensure the right 
to education of students with disabilities (p. 22).  
The Convention on the rights of Persons with Disabilities and Optional Protocol (UN, 2006) also 
states that to educate students with SENs in regular classrooms, State Parties should provide support to 
fulfil the potential of students with SENs in regular classrooms (UN, 2006). In the General Comment No. 
4 (2016), Article 24: Right to inclusive education (CRPD, 2016), support includes “the provision of 
sufficient trained and supported teaching staff, school counsellors, psychologists, and other relevant 
health and social professionals, as well as access to scholarships and financial resources” (p. 11). 
Australia developed the National Disability Strategy 2010 – 2020 (Commonwealth of Australia, 
2011) to complement the Convention on the Rights of Persons with Disabilities and Optional Protocol 
(UN, 2006). The National Disability Strategy 2010 - 2020 emphasised the importance of teachers 
providing high quality education to meet the diverse educational needs of every student. Further, there 
was extra focus on an increase of educational attainment for people with a disability given in the National 
Disability Strategy 2010 – 2020 (Commonwealth of Australia, 2011). 
In Australia, the Disability Discrimination Act (Commonwealth Government, 1992) emphasises 
that children with a disability should be treated like children without a disability are treated. This Act 
reinforces that it is illegal for schools in Australia to refuse admission to a child on the grounds that a 
child has a disability (Commonwealth Government, 1992). The Disability Standards for Education is 
supplementary to the Disability Discrimination Act (Commonwealth Government, 1992) and stresses that 
students with a disability have the right to be educated in the same circumstance as children without a 
disability (Commonwealth Government, 2005). The Standards insist that schools must follow the 
Standards (Commonwealth Government, 2005). The Standards emphasise that schools must make 
reasonable adjustments for students with SENs to be educated on the same basis as students without 
disabilities.  
The Melbourne Declaration on Educational Goals for Young Australians (2008) emphasises that 
every school in Australia must “provide all students with access to high-quality schooling that is free 
from discrimination based on … disability… , reduce the effect of other sources of disadvantage, such as 
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disability.., and promote personalised learning that aims to fulfil the diverse capabilities of each young 
Australian” (Ministerial Council on Education, Employment, Training and Youth Affairs [MCEETYA], 
2008, p. 7). To provide high-quality schooling, it stated the need to enhance pre-service teacher education 
through working together with the Australian governments, universities, school sectors and schools. At 
the school level, providing mentoring and creating quality learning environment were recommended to 
support quality teaching (MCEETYA, 2008). 
In NSW, all schools in NSW and in-service teachers are expected to accommodate the diverse 
needs of individual children. The Department of Education and Training (DET) published Quality 
Teaching in NSW Public Schools that asserts that all students have the right to receive schooling and to 
learn in a regular education setting (DET, 2003). A pedagogical framework for this was provided in the 
Quality Teaching in NSW Public Schools (DET, 2003). This pedagogical framework was designed to 
embrace the diverse learning needs of all students (DET, 2003). To accommodate the needs of students, 
especially students with SENs, teachers take a significant role in implementing inclusion into practice. 
Such variables as their attitudes towards inclusion, self-efficacy, and supports, influence teachers engage 
with inclusive practice in their classroom. In the following sections, variables that impact teachers’ 
engagement with inclusive practice will be examined. 
 
2.3 Attitudes 
2.3.1 What are attitudes? Teachers’ attitudes towards inclusion are considered to be crucial 
when they engage with inclusive practice (Avramidis & Norwich, 2002; Avramidis & Kalyva, 2007; 
Costello & Boyle, 2013; Glaubman & Lifshitz, 2001; Ross-Hill, 2009; Lee & Kwon, 2010; Leyser & 
Tappendorf, 2001). Attempts to understand attitudes have received attention for decades and it has been 
considered a central concept of social psychology. Allport (1935), one of the pioneers in the study of 
attitudes, stated the concept of attitudes as “…the most distinctive and indispensable concept in … social 
psychology” (p.798). Allport (1935) suggested that understanding attitudes allows not only understanding 
individuals’ behaviour or preferences but broader insight into behaviour of groups or culture as well. 
Allport (1935) defined attitudes as “a mental and neural state of readiness, organised through experience, 
exerting a directive or dynamic influence upon the individual’s response to all objects and situations with 
which it is related” (p. 810). 
It has been proposed that attitudes consist of three components: cognitive, affective, and 
behavioural (Albarracin, Zanna, Johnson, & Kumkale, 2005). The cognitive component refers to an 
individual’s belief or knowledge about an attitude object. The cognitive component can be thought of as 
an ECT’s beliefs or knowledge about meeting the educational needs of all children in inclusive 
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classrooms. The affective component emphasises the personal feelings that are experienced by an 
individual towards an attitude object (Eagly, & Chaiken, 1993). This component is primarily based on the 
cognitive understanding of the attitude object (Katz & Stotland, 1959; Triandis, 1971).  The affective 
component for this study is represented by the ECT’s feelings towards educating children in an inclusive 
classroom. The behavioural component refers to “the overt actions that people exhibit in relation to the 
attitude object” (Eagly, & Chaiken, 1993, p. 12). An ECT’s attempt to manage the diverse needs of every 
child in the classroom reflects the behavioural component. Table 1 shows more detailed examples. 
 
Table 2.1 
Definitions and Examples of Attitudes Components*
 Components Definitions Examples 
Cognitive 
component 
Individual’s beliefs or 
knowledge about an attitude object 
I believe that any student should be taught 
in regular schools regardless of their disabilities 
or SEN 
Affective 
component 
Personal feeling that is 
experienced by an individual 
towards an attitude object 
I get frustrated when I have to adapt the 
curriculum to meet the individual needs of all 
students 
Behavioural 
component 
The overt actions that people 
exhibit in relation to an attitude 
object 
I am willing to adapt the assessment of 
individual students in order for inclusive 
education to take place 
*Source: Adopted and modified examples from Mahat (2008, p. 88) 
 
Although it is possible to focus on each of the individual components of attitude formation, it is 
widely recognised that attitude formation is a complex combination of these different components in a 
naturalistic setting (Cooper & Fazio, 1984; Olson & Kendrick, 2008). For instance, if an ECT believes 
that every child should be educated in regular schools, their cognitive response to inclusive education may 
influence their affective responses. Alternately, if an ECT feels frustrated while having to cater for the 
diverse needs of their students, then their feelings may “colour” their belief about inclusive education 
(Olson & Kendrick, 2008, p.123). Similarly, if an ECT is willing to differentiate and make adjustments 
necessary to include the child with special needs then they are more likely to develop a belief in inclusive 
education (Olson & Kendrick, 2008). Therefore in this study, attitudes towards inclusion are understood 
by taking into account the multidimensional nature of attitude. 
The continuing positive attitudes of teachers towards inclusive education are considered a more 
important factor than the knowledge and skills that a teacher has developed (Pearce, 2009; Yan & Sin, 
2014). This is because once a person’s attitudes are formed it influences an individual’s intention to 
perform a specific behaviour. When an individual has a chance to perform the specific behaviour the 
intention can be delivered (Ajzen & Fishbein, 2005). For instance, if an ECT holds positive attitudes 
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towards educating every child in regular schools, the attitudes influences the ECT’s positive intention to 
educating every child in regular schools. If an ECT is put in a position where they need to educate 
children with SEN in a regular school, then it is more likely that the ECT will make the accommodations 
necessary to educate every child in their classroom. Thus, variables that affect attitudes are needed to be 
understood and investigated. The following discussion reviews the literature relating to variables that 
influence the attitudes of pre-service teachers, and then of in-service teachers.  
 
2.3.2 Attitudes of pre-service teachers towards inclusion. Negative attitudes of teachers are 
difficult to change once they have been formed (Lee & Kwon, 2010). For this reason Lee and Kwon 
(2010) stress the importance of forming positive attitudes towards inclusive education as early as possible. 
Pre-service teachers are best placed to accept encouragement about developing positive attitudes towards 
inclusive education. Since this period is so important in the formation of teacher attitudes, considerable 
research has gone into investigating the attitudes of pre-service teachers towards inclusive education (e.g., 
Forlin, Kawai & Higuchi, 2015; Kraska & Boyle, 2014; Sharma & Nuttal, 2016). What the different 
research studies have shown is that there are a variety of factors that influence the shaping of attitudes of 
pre-service teachers towards inclusive education.  
2.3.2.1 Children variables. It has been shown that the attitudes of pre-service teachers 
towards inclusion depend on the types of disability of children. Thaver and Lim (2014) examined the 
relationship between pre-service teachers’ attitudes towards inclusion and pre-service teachers’ 
background information. A total of 1538 pre-service primary teachers completed a survey. The survey 
consisted of two parts: background information and attitudes towards inclusion. To examine attitudes 
towards inclusion, the Attitudes towards Inclusive Education scale (ATIES; Wilczenski, 1992) was used. 
ATIES consists of sixteen items with a 6-point Likert-scale from one (disagree strongly) to six (strongly 
agree). ATIES measured respondents’ attitudes towards inclusion. In particular, ATIES focused on 
including students with SENs from social, behavioural, physical and academic aspects. They found that 
the attitudes of participants towards inclusion positively related to the types of disability of children. 
Participants held more positive attitudes towards including students with social needs (M = 4.12, SD 
= .53). Students with social needs were defined as students who were “shy and withdrawn or had 
communication difficulties” in this study (p. 1045). Participants showed less positive attitudes to students 
with challenging behavioural such as “disruptive students or those who displayed verbal or physical 
aggression” (M = 3.24, SD = .37) (Thaver & Lim, 2014, p. 1045).  
Mahar, Terras, Chiasson, Chalmers, and Lee (2010) drew similar conclusions to that of Thaver and 
Lim (2014). In the study of Mahar et al. (2010), 56 pre-service teachers at preschool, primary and 
secondary level completed the Preservice Teacher Survey of Attitudes and Knowledge of Students with 
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Disabilities Survey in the Upper Midwest of the United States of America. The survey was adopted from 
Dr. Shaila Rao at Western Michigan University and modified with permission. The survey consisted of 
three parts: attitudes towards inclusion; perceived knowledge regarding students with disabilities; and 
application of knowledge with regard to special education. Ninety-six percent (96%) of the respondents 
answered that they strongly agreed or agreed with inclusion. However, 32% of respondents answered that 
they strongly disagreed or disagreed to including students with challenging behaviour in their classrooms. 
Although the researchers indicated to what extent the respondents held attitudes towards inclusion and 
types of disabilities, they did not indicate a mean score and SD. SD is one of the measurement types that 
measure the “dispersion or spread of data around the mean” (Field, 2013, p. 27). While presenting SD 
helps readers understand to what extent respondents’ opinions vary around the mean, it may have been a 
limited value in this study due to the relatively small sample size.  
2.3.2.2 Pre-service teacher variables. The pre-service teacher variables of gender, experience 
with children with SEN, and training in special or inclusive education, are further variables that may 
impact on the formation of attitudes towards inclusion.  
2.3.2.2.1 Gender of pre-service teachers. The research literature is not consistent when it comes 
to how gender affects the formation of attitudes. Ahsan, Sharma, and Deppeler (2012) explored the 
relationship between pre-service teachers’ attitudes towards inclusion and pre-service teachers’ 
demographic variables. The 1,623 participants were in their final year at teacher education institutes in 
Bangladesh, and were preparing to teach at the primary (n = 890) or secondary (n = 733) level. A survey 
was used for data collection and it consisted of three sections: demographic information, teacher self-
efficacy, and attitudes, concern and sentiments towards inclusion. The Sentiments, Attitudes, Concerns 
Regarding Inclusive Education scale (SACIE; Loreman, Earle, Sharma, & Forlin, 2007) was used to 
examine participants’ attitudes towards inclusion. SACIE consisted of fifteen items with a 4-point Likert 
scale. It was found that gender was one of the significant predictors of positive attitudes towards inclusion 
(β = .056, t = 1.986, p = .047). They found that female pre-service teachers (M = 2.82, SD = .53) held 
more positive attitudes towards inclusion than male pre-service teachers (M = 2.79, SD = .55). The 
researchers were not able to establish why female pre-service teachers’ attitudes towards inclusion were 
more positive than male pre-service teachers. 
Sharma, Shaukat, and Furlonger (2015) reported a different set of results from studies of Ahsan et 
al. (2012). Sharma and his colleagues (2015) examined primary, secondary and special education pre-
service teachers’ attitudes towards inclusion and their self-efficacy in Pakistan. A total of 194 pre-service 
teachers from a public university were asked to complete a survey. The survey consisted of three sections: 
demographic information, attitudes towards inclusion and teacher-efficacy. To examine attitudes towards 
inclusion, the ATIES (Wilczenski, 1992) was used. In their result, male pre-service teachers (M = 2.91) 
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had more positive attitudes towards inclusion than female pre-service teachers (M = 2.73) [F(1,193) = 
4.43, p < .05]. Again, the researchers were not able to establish why this difference existed, and suggested 
that in-depth interviews be conducted to explore possible reasons.  
It has been found that taking a unit of study with regard to special and inclusive education 
influences attitudes towards inclusion by gender. Forlin, Loreman, Sharma, and Earle (2009) examined 
the effectiveness of taking a unit of study with regard to special and inclusive education. They analysed 
603 surveys completed by pre-service teachers in Australia, Canada, Hong Kong and Singapore. Each 
participant completed the survey pre-study, and again after taking a unit of study in the area of special and 
inclusive education. The survey consisted of four sections: demographic variables, attitudes towards 
inclusion, self-efficacy, and concern about inclusion. The ATIES (Wilczenski, 1992) was used to examine 
participants’ attitudes towards inclusion. Participants consisted of 98 male participants and 454 female 
participants studying to teach early childhood, primary or secondary school students in regular classrooms. 
In the results, the female pre-service teachers held more positive attitudes towards inclusion (M = 3.94, 
SD = .70) compared to male pre-service teachers (M = 3.70, SD = .71) before taking the unit of study. 
Although both female and male pre-service teachers’ attitudes towards inclusion increased after the 
course, male pre-service teachers’ attitudes towards inclusion (M = 4.41, SD = .77) were more positive 
than female pre-service teachers’ attitudes towards inclusion after the course (M = 4.34, SD = .83). There 
was a statistically significant difference in attitude towards inclusion depending on gender [𝐹s = 126.072, 
p < .000]. 
2.3.2.2.2 Experience of educating students with SENs. It has been shown that the amount of 
experience a teacher has with people with SENs has a positive impact on shaping attitudes towards 
inclusive education. Loreman et al. (2007) explored pre-service teachers’ attitudes towards inclusion in 
Australia, Hong Kong, Canada and Singapore. A total of 603 preschool, primary and secondary pre-
service teachers completed a survey, consisted of two parts: demographic variables and attitudes towards 
inclusion. In the section of attitudes towards inclusion, the ATIES (Wilczenski, 1992) was used for this 
study. Fifty-eight percent (58%) of the respondents had previous teaching experience with students with 
SENs while 42% of the respondents responded they did not. Loreman et al. (2007) found that those who 
had experience with teaching students with SENs had more positive attitudes towards inclusive education 
across the countries (r = .154, p = .01).  
In a study by Subban and Mahol (2017), different results related to the impact of experience of 
educating students with SENs on attitudes towards inclusion depending on countries were shown. A total 
of 63 pre-service teachers in Australia and 64 pre-service teachers in South Africa, at early childhood, 
primary and secondary level, completed a questionnaire. The SACIE (Loreman et al., 2007) was used to 
measure attitudes towards inclusion. Attitudes towards inclusion of pre-service teachers who had 
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experience with educating students with SENs was compared with those who had no experience with 
educating students with SENs. It was found that there was a statistically significant impact from 
experience with educating students with SENs on attitudes towards inclusion (F = 3.17, p < .05) only 
among the South African respondents. The researchers issued a caution on the results because the 
respondents in this study were in their initial stage of teacher preparation.  The researchers suggested 
examining the attitudes towards inclusion in the latter stages of teacher preparation may result in differing 
results due to greater experience in educating students with SENs.   
Sharma et al. (2015) reported different results from the study of Loreman et al. (2007). Among 194 
respondents in Pakistan, 81 participants had never had an experience of teaching students with SEN. 
Interestingly, participants who had some (less than 30 full days) and high level (over 30 full days) of 
experience in teaching students with SENs had less positive attitudes towards inclusion (M = 4.61, SD 
= .48, M = 5.11, SD = .39 respectively) than those who had never had experience in teaching students 
with SENs (M = 4.47, SD = .41, F = 42.95, p < .001). A qualitative study was suggested to understand the 
respondents’ attitudes towards inclusion with regard to how their experience influences formation of their 
attitude towards inclusion. 
2.3.2.2.3 Training. The majority of studies on attitudes of pre-service teachers have concluded 
that the level of training is one of the variables that has a strong influence on positive attitudes formation 
towards inclusive education (Lee & Kwon, 2010; Loreman et al., 2007; Sharma, Forlin, Loreman, & 
Earle, 2006; Spandagou, Evans, & Little, 2009). Sharma and Nuttal (2016) conducted a study to find out 
whether a unit of study in special and inclusive education influenced pre-service teachers’ attitudes 
towards inclusion. Thirty (30) primary and secondary pre-service teachers were required to take a nine-
week course in an Australian university. The course included local policies and legislation in inclusion, 
the importance of teachers’ attitudes towards inclusion, and effective teaching strategies in inclusive 
practice. The Teachers’ Attitudes toward Inclusion Scale (TATIS; Bailey, 2004) was used to examine pre-
service teacher attitudes pre and post course. A paired sample t-test was conducted to examine if there 
were differences between pre- and post-questionnaire responses. They found that taking this course in 
special and inclusive education was associated with more positive attitudes towards inclusion of pre-
service teachers (t(25) = 7.10, p <.001). In particular, after taking the course, respondents indicated that 
inclusion led to positive impacts for both students with and without SENs (t(25) = 2.19, p =.038). Also, 
participants showed their belief that inclusion did not affect their workload and classroom management 
(t(25) = 6.25, p <.001) or result in excluding students with SENs (t(25) = 5.99, p < .001). 
Kraska and Boyle (2014) also concluded that taking a course in inclusion impacted on developing 
preschool and primary pre-service teachers’ attitudes towards inclusion in Victoria, Australia. A modified 
version of TATIS (Bailey, 2004) was used to examine the relationship between pre-service teachers’ 
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attitudes towards inclusion. Since the TATIS was designed for in-service teachers, all questions in the 
TATIS were adjusted to be suitable for pre-service teachers. A Cronbach’s alpha of the adjusted the 
TATIS was .74. A Cronbach’s alpha is a “measure of the reliability of a scale” (Field, 2013, p.873). A 
Cronbach’s alpha is a measure that accesses the reliability of the scale. If a Cronbach’s alpha is above .7 
to .8, the scale is reliable (Field, 2013). Thus, this scale had acceptable reliability.  
A total of 465 participants completed the survey. Among the respondents 141 primary pre-service 
teachers reported that they had completed a unit of study in special and inclusive education. The mean 
score of attitudes of primary pre-service teachers who completed the course towards inclusion was 4.114, 
while the mean score of attitudes of those who did not complete the course was 3.907. A significant 
impact of taking a unit of study in special education and inclusion was found on attitudes towards 
inclusion (F(1,438) = 20.830, p < .0063). Although Kraska and Boyle (2014) found that taking a unit of 
study in special and inclusive education influenced positively attitudes towards inclusion, they did not 
report the design and content of the course (e.g., theoretical, fieldwork).  
Training that involves either combined formal instruction with fieldwork experience or Problem 
Based Learning has been found to be most effective in forming positive attitude (e.g., Lee & Kwon, 2010; 
Spandagou et al., 2009). Lee and Kwon (2010) showed in a unit of study that combined formal instruction 
with fieldwork experience shaped positive attitudes towards inclusion in pre-service teachers. One 
hundred and sixty six (166) participants took a 16 week course and completed the Opinions Relative to 
the Inclusion of Students with Disabilities scale (ORI: Antonak & Larrivee, 1995) before and after the 
course. The unit of study consisted of five concepts: local policies and legislations in inclusion, effective 
teaching strategies in inclusive practice, types of disability, fieldwork, and journal writing. Participants’ 
attitudes towards inclusion had changed positively at the end of this course (t(166) = 18.91, p < .001). In 
particular, this study pointed out that participants’ attitudes towards classroom management led a positive 
change (t(166) = 17.38, p < .0001). Both fieldwork experience and formal instruction had a statistically 
significant impact on the respondents’ attitudes towards inclusion (β = .411, p < .001, β = .264, p < .001 
respectively). 
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2.3.2.3 Issues with existing studies. The aim of pre-service teacher education in preparation 
for inclusion undeniably focuses on improving the self-efficacy of pre-service teachers, developing more 
positive attitudes and reducing their concerns by increasing their understanding and confidence in 
meeting the needs of diverse learners. The challenge to involve pre-service teachers in reflecting on their 
own personal beliefs and attitudes and then to support them in developing a more positive approach 
towards inclusion is undoubtedly a complex one for training institutions (Forlin, 2006), yet, clearly, it 
must be addressed if graduates are to be prepared for the rapidly changing needs of students in regular 
schools today (Sharma et al., 2006). 
Although there is disagreement over the degree to which factors influence the shaping of attitudes 
of pre-service teachers, it is generally agreed that the attitudes of pre-service teachers towards inclusion 
becomes more positive after taking a course related to special and inclusive education (Forlin et al., 2009). 
A common assumption underlying many studies is that pre-service teachers will retain their positive 
attitudes towards inclusion and that teachers will become more positive towards inclusion as their career 
progresses. However, there is disjointed literature regarding the attitudes towards inclusion between pre-
service teachers and ECTs (e.g., Kraska & Boyle, 2014; Song, 2016). In the following sections, in-service 
teachers’ attitudes towards inclusion will be examined. Further, variables that influence teachers’ attitudes 
towards inclusion will be reviewed.  
 
2.3.3  Attitudes of in-service teachers towards inclusive education.  Numerous studies have 
examined the attitudes of in-service teachers towards inclusive education in a primary education setting 
(e.g., Ahmmed, Sharma, & Deppeler, 2012; Galovic et al., 2014; Sokal & Sharma, 2014). These studies 
have looked at the attitudes of in-service teachers in general, and variables that affect the formation of 
attitudes. These studies have demonstrated that in-service teachers generally hold neutral attitudes 
towards inclusive education (e.g., Batsiou et al., 2008; Galovic et al., 2014; Hwang & Evans, 2011). A 
small number reported that in-service teachers held a negative attitude towards inclusion (e.g., Kalyva, 
Gojkovic & Tsakiris, 2007; Song, 2016). However, there are mixed findings when it comes to delineating 
the impact of variables on teachers’ attitudes towards inclusive education. The following sections will 
examine variables that influence teachers’ attitudes towards inclusion. 
2.3.3.1 Children variables. A number of studies have reported that the attitudes of in-service 
teachers towards inclusive education are influenced by the nature of special needs of a child. In particular, 
in-service teachers have more positive attitudes towards students with a mild intellectual disability, mild 
learning difficulty, or physical difficulty. In a study by Avramidis and Kalyva (2007), 155 Greek primary 
teachers were asked to complete a survey which consisted of two parts: demographic variables and the My 
Thinking about Inclusion (MTAI: Stoiber, Gettinger, & Goetz, 1998). The MTAI consists of 28 items and 
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5-point Likert scale from Strongly Agree (1) to Strongly Disagree (5). Respondents indicated more 
positive attitudes towards including students with mild, learning difficulty, speech and language delay and 
physical difficulty with a mean of 2.10 to 2.72 while having less positive attitudes towards including 
students with behavioural problems (M = 2.86 to 2.94).  
2.3.3.2 School support. A number of researchers have found that school support, such as 
collaboration, learning support assistants, teaching resources, and time for planning, are some of the key 
school variables that influence positive attitudes of in-service teachers. Ahmmed (2013) reported that 
school support is an essential part of ongoing professional learning for in-service teachers if they are to 
engage with inclusive practice.  Ahmmed developed a questionnaire, the Perceived School Support for 
Inclusive Education (PSSIE) scale, to examine teachers’ opinion of school support for engagement with 
inclusive practice. The PSSIE focuses on personnel who influence the implementation of inclusion in 
practice such as the principal, school colleagues, professional development programs, the family of a 
student with and without disability and specialists. An example statement from the PSSIE is, ‘I receive 
support from peer colleagues to implement inclusive education in my school’ (Ahmmed, 2013, p. 342). A 
Cronbach’s alpha reported for this survey was 0.86. Although he did not examine the relationship 
between attitudes towards inclusion and school support, he pointed out the significance of school support 
for in-service teachers to accommodate students in inclusive classrooms. In the PSSIE, types of supports 
teachers received were not specifically addressed. Instead, he suggested the use of a qualitative research 
design to understand what support and resources are useful for teachers and what additional support and 
resources are necessary for them.  Qualitative data obtained from interviews conducted by Hwang and 
Evans (2011) pointed out the importance of school supports to implement inclusion into practice.  In 
particular, participants emphasised teaching resources and small class sizes were the factors that would 
help them to educate students with SEN in their classrooms.  
Ahmmed, Sharma, and Deppeler (2012) highlighted the importance of school support for 
implementing inclusion into practice. They examined the relationship between school support and in-
service teachers’ attitudes towards inclusion in Bangladesh.  A total of 1387 teachers were asked to 
complete a survey. Seven hundred and thirty-eight (738) primary in-service teachers completed the survey 
and 703 responses were used for data analysis. To establish the relationship of school support and in-
service teachers’ attitudes towards inclusion, the survey consisted of three-parts. The first part of the 
survey gathered respondents’ background information such as gender, age, teaching experience and 
previous experience with students with disability. The second part of the survey was teachers’ attitudes 
towards inclusion. A modified version of the School Principals’ Attitudes towards Inclusion (SPATI) 
(Bailey, 2004) was used for Section 2. The third section of the survey addressed the level of school 
support school teachers perceived they required for developing inclusive classrooms, and the PSSIE 
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(Ahmmed, 2013) was used. The Pearson product-moment correlation coefficient was used to determine 
the relationship between school support and attitude. They found that school support and teachers’ 
attitudes towards inclusion were significantly correlated (r =.278, p < .005). From the result, it was shown 
that the more schools supported in-service teachers for educating students with SENs in their classrooms, 
the more favourable attitudes towards inclusion was held by in-service teachers.  Although the 
questionnaire had high reliability (α = .86) and there was a significant relationship between school 
support and teachers’ attitudes, questions did not specify the types of support in-service teachers received. 
The use of a qualitative method to examine what support they receive; how helpful the support is; and 
what additional support and resources are required was necessary. Further, examining how teachers 
actually use the resources is required through observational studies because there may be a difference 
between the resources and support teachers say they want and their actual use of them. 
2.3.3.3 In-service teacher variables. The literature has examined the impact of teachers’ 
background information, such as courses in special and inclusive education undertaken at a university 
level, experience with educating students with SENs and years of teaching experience, on teachers’ 
attitudes towards inclusion (Batsiou et al., 2008; Savolainen et al., 2012; Sokal & Sharma, 2014). 
However, the influence of theses variables was mixed.  
2.3.3.3.1 Courses in special/inclusive education undertaken at university level. Attitudes of in-
service teachers are also dependent on whether they have received professional development in the area 
of students with special education needs or not.  Some studies have reported that professional 
development was significant in the shaping of positive attitudes of in-service teachers towards inclusive 
education.  Sokal and Sharma (2014) examined the relationship between attitudes towards inclusion and 
professional development with regard to special education.  They reported that 57% of respondents 
received training in special education either in a teacher education institute or after university graduation.  
Receiving training significantly related to in-service teachers’ attitudes towards inclusion (β = 2.42, p 
= .05).  Like studies on examining the effect of taking a unit of special and inclusive education on pre-
service teachers’ attitudes towards inclusion, this study concluded that a unit of study in special and 
inclusive education has a positive influence on teachers’ attitudes towards inclusion.  
Orakci, Aktan, Toraman, and Cevik (2016) conducted a meta-analysis to examine to what extent 
courses in special and inclusive education undertaken at a university level influence teachers’ attitudes 
towards inclusion. A total of 23 studies were obtained based on the following criteria: (1) studies 
conducted between 2005 and 2015; (2) published and unpublished studies such as doctoral theses, master 
dissertations, academic journals, and conference papers; (3) studies included a course in special and 
inclusive education at a university level as an independent variable; and (4) presenting mean and SD for 
dependent variable/s, and the number of participants. Comprehensive Meta Analysis (CMA) software 
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program was used. For the effect size, the random effect model was employed to measure whether a 
course in special and inclusive education influenced teachers’ attitudes towards inclusion across the 
studies. The result found that a course in special and inclusive education at a university level had no 
significant influence on attitudes towards inclusion (Z = -.125, p > .05). The effect size of a course in 
special and inclusive education was -.016. According to Ellis (2010), .2 represents a small effect size, .5 is 
considered a medium effect size and .08 represents a large effect size. From the result of a study by 
Orakci et al. (2016), a unit of study in special and inclusive education had a weak effect on teachers’ 
attitudes towards inclusion. A focus of the study by Orakci et al. (2016) was examining the impact of a 
unit of study in special and inclusive education on teachers’ attitudes towards inclusion from a statistical 
perspective.  The researchers suggested a need to investigate why a course in special and inclusive 
education at a university level does not influence teachers’ attitude towards inclusion. 
2.3.3.3.2 Experience of in-service teachers with inclusive practice. Experience of in-service 
teachers in accommodating needs of children with SEN in their classroom is another variable that impacts 
on teacher attitudes towards inclusion. Avramidis and Kalyva (2007) supported the positive influence of 
previous experience in teaching students with SEN on attitudes towards inclusion. A total of 155 primary 
in-service teachers completed the MTAI (Stoiber et al., 1998). A multivariate analysis of covariance 
[MANCOVA] was applied to examine the impact of teachers’ experience with inclusive practice on their 
attitudes towards inclusion. A statistically significant impact on attitude towards inclusion was found 
(F(df3,147) = 6.56, p < .001). In particular, respondents reported direct experience in educating students 
with SENs in their classrooms was the most preferred way to improve inclusion into practice. A 
qualitative method was required to understand in-depth whether direct experience with inclusive practice 
influences teachers’ attitudes towards inclusion. 
Batsiou et al. (2008) pointed out that positive attitudes towards inclusion correlated with 
participants’ past experience in educating students with SENs in their classrooms.  Ninety-two (92) in-
service teachers from Cyprus and 87 in-service teachers from Greece were asked to complete a survey. 
The survey was based on the Theory of Planned Behaviour, which was modified to meet Greek culture 
and language by Theodorakis (1994). The survey consisted of seven variables: attitudes, subjective norms, 
self-efficacy, intention, attitude strength, knowledge and information. Batsiou et al. (2008) added one 
more variable, which was experience with educating students with SENs. Of those surveyed, 57.6% of 
Cypriot teachers and 25.2% of Greek teachers answered they had past experience in teaching students 
with SEN in their classroom.  Pearson’s Product-Moment correlation was used to examine the 
relationship between attitude towards inclusion and experience in educating students with SENs. The 
results showed a strong correlation between experience and attitudes (r = .88, p < .001).  
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However, not all studies reported that previous experience in teaching students with SENs led to 
positive attitudes towards inclusion. Galovic et al. (2014) examined the relationship between attitudes 
towards inclusion and such variables as years of teaching experience and experience in teaching students 
with SENS.  A total of 322 teachers in pre, primary, secondary and high school completed the MTAI 
(Stoiber et al., 1998) in Vojvodina, an autonomous province of Serbia. The results indicated there was no 
significant relationship between experience with educating students with SENs and attitude towards 
inclusion (p > .05). The researchers suggested examining what variables contribute to teachers’ positive 
or negative experience with educating students with SENs. Quality, type and the level of support was 
assumed as one of the variables that influence teachers’ experiences with inclusive practice. 
Stemberger and Kiswarday (2017) reported similar results to Galovic et al. (2014). A total of 221 
primary and preschool teachers completed the Multidimensional Attitudes toward Inclusive Education 
Scale (MATIES: Mahat, 2008) to measure three dimensions of attitudes towards inclusion (i.e., cognitive, 
affective and behaviour). From the 221 respondents, 54.5% had previous experience in educating students 
with SENs. Multivariate analysis of variance [MANOVA] was used to examine the impact of previous 
experience on attitudes towards inclusion. It was found that previous experience with educating students 
with SENs had no statistically significant impact on all of the three dimensions of attitudes towards 
inclusion (Cognitive: F = .054, df = 1, p > .05, Partial 𝜂2 = .000; Affective: F = .470, df = 1, p > .05, 
Partial 𝜂2 = .002; Behaviour: F = .000, df = 1, p > .05, Partial 𝜂2 = .000). It was suggested exploring how 
experiences influence teachers’ attitudes towards inclusion when working with students with SENs and 
what support is needed for teachers to feel competent and comfortable when implementing inclusive 
practice. 
2.3.3.3.3 Years of teaching experience. Years of teaching experience is considered one of the 
factors that influences the shaping of attitudes of in-service teachers (Boyle et al., 2013).  However, there 
is not conclusive agreement between different studies.  Savolainen et al. (2012) examined the relationship 
between teaching experience and attitude towards inclusion.  A total of 319 South African and 822 
Finnish teachers at primary and secondary level completed a questionnaire.  The questionnaire consisted 
of two parts: the SACIE (Loreman et al., 2007) and the Teacher Efficacy for Inclusive Practice scale 
(TEIP; Forlin, Cedillo, Romero-Contreras, Fletcher, & Hernandez, 2010). The TEIP measures teachers’ 
self-efficacy in implementing inclusive practice. The TEIP consists of three sub-variables: (1) to use 
inclusive instruction; (2) in collaboration; and (3) in managing behaviour. The negative correlation 
between years of teaching experience and attitude towards inclusion was found for both Finnish (β = -
.068, t = - 2.029, p < .05) and South African respondents (β = -.155, t = - 2.587, p < .001).  They 
recommended that future research include in-depth qualitative research to find out why teachers with less 
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teaching experience hold positive attitudes towards inclusion and how variables influence their attitudes 
towards inclusion.  
Hwang and Evans (2011) also reported negative attitudes towards inclusion when in-service 
teachers had more teaching experience.  Thirty-three (33) in-service primary teachers in Seoul, South 
Korea completed a survey. The Inclusion Questionnaire for Educators (Salend, 1999) was adapted and 
consisted of 25 questions examining teachers’ perceptions towards inclusion; the results of inclusion of 
students with SENs; teachers’ willingness to engage with inclusive practice; attitude towards instructional 
adaptation and collaboration; and the day-to-day issues teachers face in engaging with inclusive practice. 
The results showed that 27.6% (n = 8) had more than 15 years of teaching experience, and 27.6% (n = 8) 
had less than five years of teaching experience.  While those who had more teaching experience held 
negative attitudes towards inclusion, most of the ECTs held more positive attitudes towards inclusion.  
Further, more than half (n = 5) of respondents with more than 15 years of teaching experience strongly 
disagreed in their willingness to engage with inclusive practice.  On the other hand, ECT respondents 
generally were willing to engage with inclusive practice. The researchers assumed undertaking a course in 
special and inclusive education at a university level had led to the ECTs’ positive attitudes towards 
inclusion.  
Berry (2010) reported a study involving 43 pre-service teachers and 17 ECTs (up to 5 years of 
teaching experience). This study aimed to examine attitudes towards inclusion of pre-service teachers and 
ECTs. Participants completed a survey which had 24 statements and attended interviews.  Three factors 
were derived from the data: Factor A: Keen, but anxious, beginners; Factor B: Positive doers; and Factor 
C: Resisters. Interestingly, the majority of respondents in Factor A group were pre-service teachers (84%).  
Sixteen percent (16%) of ECTs indicated that they were keen but anxious to implement inclusion into 
practice, while 80% of ECT participants showed resistance to educating students with SEN in their 
classrooms.  To enhance ECTs’ attitudes towards inclusion, Berry (2010) suggested informing teachers 
how to access and manage resources that can be used in their classrooms.  Resources included 
information on types of disabilities and teaching techniques to educate all students in inclusive 
classrooms. 
Educators in teacher training institutes expect that teachers who have undertaken a course in a 
special and inclusive education at a university level would think favourably towards implementing 
inclusive practice.  Further, educators expect that teachers develop their attitudes towards inclusion 
through teaching experiences (Hemmings & Woodcock, 2011; Lee & Kwon, 2010).  However, what the 
literature has shown is that ECTs lose their positive attitudes towards teaching students with SEN as they 
gain more teaching experience (Berry, 2010). In particular, the attitudes of ECTs towards inclusive 
education declined after the initial year of teaching. 
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Boyle and his colleagues (2013) studied the attitudes of high school teachers towards inclusion 
using a survey they developed. A total of 1575 teachers were asked to participate in the study, with 391 
teachers completing the survey in either on-line or paper form. Researchers grouped participants into the 
years of teaching (less than 1 year, 1- 5 years, 6-10 years, 11-15 years, 16-20 years, 21-30 years, over 30 
years and no response) and examined their attitudes towards inclusion based on these groups.  Those who 
had less than one year of teaching experience (n = 27) had the most positive attitudes towards inclusion 
(M = 3.90, SD = 0.64).  In particular, the difference between this group and those who had one to five 
years of teaching experience was significant with a high effect size of .75 (t = 3.23, df = 77, p = .002).  
Boyle et al. (2013) questioned why there was such a big difference in attitude between respondents who 
were in their initial year and those who had more than one year of teaching experience.  Again, the use of 
a survey provided a surface level understanding of the situation, but did not provide an insight into why 
there were differences by years of experience. 
 
2.3.4  Summary.  Developing inclusive practice in schools depends on school supports and 
teachers themselves. In-service teachers are one of the most significant variables when educating students 
with SEN in regular classrooms. Thus, many studies have investigated the attitudes of in-service teachers 
towards inclusion and how they relate to variables that affect such formation.  
Previous literature showed that in-service teachers’ attitudes towards inclusion are neutral or 
negative while pre-service teachers formed positive attitudes during their initial training. In particular, 
teachers who have one to five years of teaching experience hold negative attitudes towards inclusion 
compared to those who have less than one year of teaching experience. It is concluded from this review 
that the experience that teachers gain in their initial year of teaching in inclusive practice is one of the 
factors influencing attitudes of ECTs towards inclusive education.  
ECTs start to gain different types of in-situ teaching experience, while pre-service teachers’ 
attitudes towards inclusive education are formed based mostly on what they have learnt at teacher 
institutes, with limited, scaffolded teaching experience. However, limited study has been done in what 
influences the shaping of ECTs’ attitudes towards inclusion. Thus, there is a need to examine in-service 
teachers’ attitudes, specifically focused on ECTs’ attitudes towards inclusion and the variables that 
influence attitudes formation and why. In the next section, teachers’ self-efficacy in inclusive practice and 
variables that influence teachers’ self-efficacy will be reviewed. 
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2.4 Self-efficacy  
Self-efficacy is considered one of the key variables that impact on teachers’ engagement with 
inclusive practice (Brady & Woolfson, 2008). In this section, the dimensions of self-efficacy, the effects 
of self-efficacy and studies on examining teachers’ self-efficacy in engagement with inclusive practice 
will be examined.  
 
2.4.1 What is self-efficacy?   Teacher self-efficacy refers to “the teacher’s belief in his or her 
capability to organise and execute courses of action required to successfully accomplish a specific 
teaching task in a particular context” (Tschannen-Moran et al., 1998, p. 233). Generally, it is an agreed 
discourse that teacher self-efficacy consists of two dimensions: personal teaching efficacy and general 
teaching efficacy (Tschannen-Moran et al., 1998). Personal teaching efficacy indicates a teacher’s belief 
about his or her own capacity to engage with educational practice. This dimension consists of internal 
factors that teachers possess to assess their capacity such as skills, ability, strategies, knowledge, efforts 
or resilience. For instance, if a teacher considers that they have sufficient knowledge to engage with 
inclusive practice, personal teaching self-efficacy in engaging with inclusive practice is strong. Bandura’s 
perceived self-efficacy is under this dimension (Gibson & Dembo, 1984; Tschannen-Moran et al., 1998). 
The second dimension is general teaching efficacy. General teaching efficacy is teachers’ 
expectation of students’ learning outcome from the teachers’ own teaching. Teachers who have a strong 
general teaching efficacy believe that environmental variables overwhelm their capacity when teaching 
students (Woolfolk Hoy, 2000; Tschannen-Moran et al., 1998). Environmental variables can be students’ 
performance in the class, students’ home environment, teaching resources, and support from the school or 
student’s parents (Emmer & Hickman, 1990). Those teachers who have strong general teaching efficacy 
think that teachers cannot do much about educating students with SENs in the class because a student’s 
performance depends on their home environment. Consequently, teachers would not do much to educate 
students with SENs in the class. 
The meaning of general teaching efficacy often causes confusion over Bandura’s outcome 
expectancy (Gibson & Dembo, 1984; Riggs & Enochs, 1990). Outcome expectancy is one of the 
components of Bandura’s social cognitive theory (Tschannen-Moran et al., 1998). Outcome expectancy is 
defined as “a person’s estimate that a given behavior will lead to certain outcomes” (Bandura, 1977, p. 
193). The main difference between general teaching efficacy and Bandura’s outcome expectancy is that 
Bandura’s outcome expectancy focuses on an individual’s own capacities and the expectation of certain 
outcomes (Woolfolk Hoy, 2000). An example of outcome expectancy is that if a teacher differentiates the 
curriculum, a student with SEN in their class is more likely to be able to participate in the lesson.  
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2.4.2 The effects of self-efficacy. Teachers’ self-efficacy plays an important role in education 
practice.  Efficacy influences the environment that teachers create (Bandura, 1977).  Teachers with strong 
self-efficacy tend to welcome inclusive practice and have fewer tendencies to refer students who 
challenge them to special education (Podell & Soodak, 1993; Tschannen-Moran et al., 1998).  Self-
efficacy also affects teachers’ resilience so that teachers keep working to meet the needs of all students 
even though things may not be progressing as expected in the classroom (Tschannen-Moran et al., 1998).   
Self-efficacy also has a significant impact on students’ learning (Brady & Woolfson, 2008). 
Compared to teachers with weak self-efficacy, teachers with strong self-efficacy tend to modify teaching 
methods to meet students’ needs (Stein & Wang, 1988), to apply more hands on methods (Chan, 2008), 
and to spend more time planning to meet students’ needs (Allinder, 1994).  Further, those with strong 
self-efficacy take responsibility to meet the needs of students with and without SENs more than teachers 
with weak self-efficacy (Soodak & Podell, 1993).  
By applying the effects of self-efficacy with inclusive practice, teachers with a strong sense of self-
efficacy would have an idea of supporting inclusive practice. Teachers with a strong sense of self-efficacy 
would change the learning environment to meet the students’ needs and to effectively teach every student 
in their classroom. Further, they would persistently educate students with and without SENs in regular 
classrooms, in spite of challenging moments, by modifying teaching methods and spending more time on 
planning. Conversely, those who have a weaker sense of self-efficacy may consider there is not a lot they 
can do to educate students with SENs. Thus they would have a less supportive tendency to engage with 
inclusive practice.  Consequently, they may avoid educating a student with SEN in their classroom (e.g., 
withdrawing student for special assistance) and try less to implement strategies to meet students’ needs 
(Sharma, Loreman, & Forlin, 2012). Self-efficacy influences significantly not only teachers’ thoughts and 
behaviour but also the consequence of their actions, and students’ learning (Tschannen-Moran et al., 
1998).  In the following sections, studies that examine variables that influence teachers’ self-efficacy in 
engaging with inclusive practice will be reviewed.  
 
2.4.3 Studies on self-efficacy in engagement of inclusive practice. The history of examining 
teachers’ self-efficacy is extensive.  However, the history of teachers’ self-efficacy in engagement with 
inclusive practice is limited.  In this section, studies that have examined variables that influence teachers’ 
formation of self-efficacy in engaging with inclusive practice will be discussed.  Further, skills that 
teachers have a sense of confidence of using when engaging with inclusive practice will be discussed.  
2.4.3.1 Professional learning. Professional learning is considered one of the variables that 
influences teachers’ self-efficacy. Particularly, there are studies that investigated self-efficacy before and 
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after taking a professional learning course (e.g., Forlin et al., 2014; Forlin & Sin, 2010). Both studies 
reported a positive relationship between professional learning and teachers’ self-efficacy.   
A study by Forlin et al. (2014) used a pre and post questionnaire to examine the relationship 
between professional learning and teachers’ self-efficacy. Seven hundred and thirty-seven (737) teachers 
in government schools in Hong Kong were recruited to the study. All participants took professional 
learning programs and they were asked to complete the same questionnaire before and after their 
professional learning program. The questionnaire used for this study was the Teacher Efficacy for 
Inclusive Practice scale (TEIP) (Sharma, Loreman, & Forlin, 2012). This scale is specifically designed 
for measuring teachers’ self-efficacy in engagement with inclusive practice based on Bandura’s perceived 
self-efficacy (Bandura, 1977).  This scale consists of three parts: “efficacy to use inclusive instruction”, 
“efficacy in collaboration” and “efficacy in managing behaviour” (Sharma et al., 2012, p. 15).  The three 
parts of the TEIP were developed based on the most required skills for teachers to engage with inclusive 
practice (Sharma et al., 2012). The TEIP used a 6-point Likert scale from 1 (strongly disagree) to 6 
(strongly agree). The overall mean of self-efficacy of the respondents was 4.35 before taking the 
professional learning program. The overall mean of self-efficacy after taking the course was 4.61. In 
particular, the participants indicated that their self-efficacy in managing students’ challenging behaviour 
was stronger after taking professional learning (F(2,645) = 6.67, p < .05). The strength of this self-
efficacy was stronger for female participants than for male participants. The authors suggested that 
qualitative research needed to be included in future studies to obtain a deeper understanding of how 
teachers’ self-efficacy changed after taking a professional development course. 
A study by Forlin and Sin (2010) also conducted a quantitative study to examine the impact of 
professional development programs on teachers’ self-efficacy. A total of 570 teachers who worked in 
government schools in Hong Kong completed the TEIP questionnaire (Sharma et al., 2012) between 
November 2008 and June 2009. Among the participants, there were 298 primary school teachers. The 
questionnaire consisted of three parts: demographic variables of teachers, sentiment, attitudes and 
concerns about inclusion, and self-efficacy. Before taking the course, variables such as age, experience of 
teaching students with SEN, gender, training, policy on inclusion, confidence, and teaching experience 
were related to self-efficacy. Respondents’ self-efficacy on teaching students with SENs in inclusive 
practice changed positively after taking the course. In particular, building positive self-efficacy related to 
teaching experience and confidence. Interestingly, self-efficacy was very similar between those who had 
no experience, some experience and those with high experience in teaching students with SENs (M = 4.5, 
4.7, 4.6 respectively). Little difference in self-efficacy was shown in level of confidence in teaching 
students with SENs (M = 4.6, 4.7, 4.5, 4.4 for high, average, low and very low confidence).  
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Teachers’ attitudes towards inclusion changed positively after taking professional learning in 
inclusion. However, Forlin and Sin (2010) argued that ultimately not only teachers but also school 
executives’ opinion about inclusion was significant for teachers implementing inclusion into practice. In 
particular, school executives’ full support for inclusion was suggested so that teachers accept 
professionalism in inclusive practice.  
This suggestion links to the Theory of Planned Behaviour. In particular, the Theory of Planned 
Behaviour emphasises the importance of aggregation of variables such as attitudes towards inclusion, 
subjective norms, perceived behavioural control, and background variables when measuring ECTs’ 
intentions to engage with inclusive practice. The current study includes not only variables in the Theory 
of Planned Behaviour but also school support as suggested in the study by Forlin and Sin (2010) to 
examine the impact of attitudes towards inclusion, subjective norms, perceived behavioural control, and 
background variables on ECTs’ intentions to engage with inclusive practice. 
2.4.3.2 Experience in teaching students with SEN.   Experience in teaching students with 
SEN is the most frequently included variable in examining the relationship with self-efficacy.  However, 
there were inconsistent results across the studies (e.g., Forlin et al., 2014; Malinen et al., 2013). Malinen 
and his colleagues (2013) conducted a comparative study to examine the relationship between teachers’ 
self-efficacy and their experience in teaching students with SEN across three different nations: China, 
Finland and South Africa.  The TEIP (Sharma, et al., 2012) was used and 451 Chinese, 855 Finnish and 
605 South African teachers were asked to participate in the study. The total return rate was 90%, 60% and 
47.3% for Chinese, Finnish and South African respondents respectively. All teachers in this study taught 
from Year 1 to 9. Chinese, Finnish and South African teachers showed a significant relationship between 
experience in teaching students with SEN and their self-efficacy. Particularly, Finnish and South African 
teachers indicated that their experience in teaching students with SEN had a positive influence on forming 
a strong sense of efficacy in managing challenging behaviour, implementing inclusive instruction and 
collaboration, while Chinese teachers indicated a positive relationship between experience in teaching 
students with SEN and strong self-efficacy in implementing inclusive instruction and collaboration. 
Adding more variables such as collegial support or professional learning was suggested to increase 
predictive power when examining self-efficacy. 
The relationship between experience in teaching students with SEN and self-efficacy seems to have 
slightly different results depending on the number of years of experience in teaching students with SEN.  
In the study of Forlin, Sharma, and Loreman (2014), post-hoc analysis using Tukey’s B was used to 
compare the impact of past experience with students with SENs on self-efficacy before and after taking a 
professional development program. The results indicated that teachers who had less than 30 days of 
experience in teaching students with SEN had a stronger sense of efficacy than those who had more than 
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30 days of experience in teaching students with SENs after taking professional development programs in 
the area of implementing inclusive practice (F(2,723) = 4.76, p = .009). The researchers suggested 
examining why those teachers who had less experience had stronger self-efficacy than those who had 
more teaching experience in implementing inclusive practice in-depth for the further research.   
A study by Chao, Chow, Forling, and Ho (2017) examined the effect of past experience in 
educating students with SENs on teachers’ self-efficacy in classroom management and strategies in 
teaching and learning. A total of 347 primary and secondary teachers completed a questionnaire in Hong 
Kong. The C-TSES (Cheung, 2006; Kennedy & Hui, 2004) was used to examine self-efficacy in the study. 
C-TSES is a Chinese version of the Teachers’ Sense of Efficacy Scale (TSES; Tschannen-Moran & 
Woolfolk Hoy, 2001). The Teachers’ Sense of Efficacy Scale (TSES) (Tschannen-Moran & Woolfolk 
Hoy, 2001) was developed to examine teachers’ self-efficacy that fosters or hinders engagement with 
educational practice. The TSES is a scale that measures both general and personal teaching efficacy. The 
TSES scale consists of three parts: “instructional strategies, student engagement, and classroom 
management” (p. 801). C-TSES (Cheung, 2006; Kennedy & Hui, 2004) consists of two parts: self-
efficacy in teaching and learning, and self-efficacy in classroom management. Multiple regression 
analysis was utilised to examine the impact of background variables such as experience with students 
with SENs, years of teaching experience, gender and age on self-efficacy. Experience with students with 
SENs had no statistically significant impact on self-efficacy in teaching and learning (β = - .05, p > .05), 
and classroom management (β = .07, p > .05). Applying qualitative methodologies was suggested to 
understand teachers’ self-efficacy in other than classroom management and strategies in teaching and 
learning. 
2.4.3.3 School climate. Supportive school climate influences teacher efficacy for inclusive 
practice. School climate refers to the “atmosphere, personality, shared norms, expectations and culture of 
a school exemplified through social and professional interactions within the school system” (Hosford & 
O’Sullivan, 2016, p. 606). A study by Collie, Shapka, and Perry (2012) examined the impact of school 
climate on teachers’ self-efficacy. A total of 664 teachers completed a questionnaire. To examine the 
impact of school climate on teachers’ self-efficacy, two scales were used. The TSES (Tschannen-Moran 
& Woolfolk Hoy, 2001) was utilised to measure teachers’ self-efficacy. The Revised-School Level 
Environment Questionnaire (R-SLEQ; Johnson, Stevens & Zvoch, 2007) was utilised to examine teachers’ 
perceptions of school climate. In the R-SLEQ (Johnson et al., 2007), collaboration with school colleagues, 
teachers’ perceptions of students’ behaviour, availability of materials and equipment at school, and 
decision making were measured. Structural Equation Modelling (SEM) was implemented to examine the 
relationship between all variables. The results indicated that collegial support, especially collaboration 
with teachers, had statistically significant impact on teachers’ self-efficacy for inclusive practice (β = .09, 
 38 
 
A
p
p
en
d
ix
 Q
 In
terv
iew
 a
x
ia
l a
n
d
 su
p
p
o
rtin
g
 o
p
en
 co
d
es 
p = .047). Applying a mixed-method was suggested to obtain a broader and deeper understanding of the 
impact of collegial support on teachers’ self-efficacy.  
A study by Hosford and O’Sullivan (2016) examined the impact of school climate on teachers’ 
self-efficacy for inclusive practice. A total of 57 teachers completed an online questionnaire which 
comprised 63 items asking about teachers’ perceptions of school climate and self-efficacy with regard to 
inclusive practice. The TEIP (Sharma et al., 2012) was used to measure self-efficacy and R-SLEQ 
(Johnson et al., 2007) was utilised to measure school climate. To examine how challenging the teachers 
thought students’ challenging behaviour was, three vignettes (Brophy & Rohrkemper, 1981) were used. 
After reading the vignettes, open-ended questions were given to examine support and barriers that helped 
or decreased teachers’ efficacy in managing the challenging behaviour. Correlation analysis and content 
analysis were adopted for data analysis. The results indicated that school climate and self-efficacy for 
inclusive practice were positively correlated (rho = .52, p < .001). Specifically, the respondents’ self-
efficacy was highly related to the availability of school resources and collegial support (rho = .54, p 
< .001). Whole-school level support was the most frequently suggested support for managing challenging 
behaviour (91.2%). Seventy-five point four percent (75.4%) of respondents indicated collegial and 
classroom support were required to manage challenging behaviour. The researchers suggested qualitative 
studies in order to understand how supports teachers received influence their self-efficacy in engaging 
with inclusive practice.  
 
2.4.4 Summary. In this section, the definition of self-efficacy, its effects and literature review 
on self-efficacy in engagement with inclusive practice were addressed.  Teachers’ sense of efficacy is one 
of the most significant variables to consider when examining how teachers engage with inclusive practice. 
Teachers’ self-efficacy is reported to be stable once it has been formed (Tschannen-Moran & Woolfolk 
Hoy, 2001), thus, it can affect a teacher’s performance in a teaching situation.  
In the literature, it was shown that taking professional development programs, experience with 
educating students with SENs and school climate had an impact on teachers’ self-efficacy. Quantitative 
methods were mainly used to examine the impact of the variables on teachers’ self-efficacy. Utilising a 
mixed-method design was suggested to understand in greater depth what influences teachers’ self-efficacy. 
The TEIP (Sharma et al., 2012) was the most frequently adopted scale to measure self-efficacy. In 
this scale variables examined for self-efficacy were mainly focused on personal teaching efficacy. 
However, both personal teaching efficacy and general teaching efficacy should be measured when 
measuring teachers’ self-efficacy. Thus, there is a need to include general teaching efficacy. Through this, 
necessary support should be given to build a strong sense of efficacy. In the next section, teachers’ 
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intentions to engage with inclusive practice and variables that influence intentions within the Theory of 
Planned Behaviour will be reviewed. 
 
2.5  Teachers’ Intentions to Engage with Inclusive Practice and Actual Engagement with 
Inclusive Practice 
The literature examining teachers’ intentions to engage with inclusive practice and actual 
engagement with inclusive practice adopted the Theory of Planned Behaviour as their theoretical 
framework (e.g., Ahmmed et al., 2014; Sharma & Jacobs, 2016; Yan & Sin, 2015). The researchers who 
adopted the Theory of Planned Behaviour included variables in the Theory of Planned Behaviour such as 
background variables, attitudes, subjective norms, and perceived behavioural control. Among the 
variables, attitudes, subjective norms and perceived behaviour were the commonly included variables 
across the studies (e.g., Ahmmed, et al., 2014; MacFarlane & Woolfson, 2013; Kuyini & Desai, 2007; 
Yan & Sin, 2014). In this section, the literature which examined teachers’ intentions to engage with 
inclusive practice and actual engagement with inclusive practice within the Theory of Planned Behaviour 
will be reviewed. 
 
2.5.1  Attitudes towards inclusion and its impact on intentions or behaviour.  Studies have 
conflicting results with regard to the influence of attitudes on intention of engagement with inclusive 
practice. Results of some of the literature indicated a positive impact of attitudes towards inclusion on 
intentions to engage with inclusive practice. A study by Ahmmed et al. (2014) examined to what extent 
attitudes towards inclusion, subjective norms and perceived behavioural control influenced teachers’ 
intention to engage with inclusive practice. A total of 708 primary school teachers in Dhaka completed a 
survey. The survey consisted of five parts: demographic information, attitude towards inclusion, self-
efficacy, school support, and intentions to engage with inclusive practice. A modified version of the 
School Principal’s Attitudes Towards Inclusion (SPATI, Bailey, 2004) was used to measure the 
participants’ attitudes towards inclusion. Hierarchical regression was utilised to examine the impact of 
teachers’ background variables on the three determinants which were, attitudes towards inclusion, 
subjective norms and perceived behavioural control. The results showed that attitudes towards inclusion 
had a positive impact on intentions to engage with inclusive practice (β = +.26, p < .001).  
A study by Yan and Sin (2014) also found that attitudes towards inclusion had a statistically 
significant impact on intentions to engage with inclusive practice (β = .15, p < .01). A total of 841 
teachers in Hong Kong public schools completed the survey. In this study, attitudes towards inclusion, 
subjective norms, perceived behavioural control, intention and behaviour were included to gain a 
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comprehensive picture of intentions to engage with inclusive practice. The MATIES (Mahat, 2008) was 
implemented to measure intentions to engage with inclusive practice. Except for measuring intentions, a 
4-point Likert scale was developed for measuring other variables guided by DeVellis (2011). A higher 
score indicated the respondents strongly agreed with the questions. SEM was used as the method of 
analysis. The results found that the respondents held less positive attitudes towards inclusion (M = 2.39). 
In particular, the respondents held negative attitudes to educate students with severe disabilities in the 
class (M = 1.68) while they held positive attitudes towards educating students with a mild disability (M = 
3.09) and slightly negative attitudes towards including students with moderate disability (M = 2.38). 
Although they held less positive attitudes towards inclusion, there was a statistically significant positive 
effect of attitudes towards intentions to engage with inclusive practice (β = .15, p < .01). The researchers 
assumed that the respondents had less positive or negative attitudes towards including moderate or severe 
disabilities because of a lack of resources, low confidence and previous experience. The researchers 
insisted policy needs to seriously consider teachers’ readiness to implement inclusion.  
Findings of a study by Batsiou et al. (2008) were similar to studies by Ahmmed et al. (2014) and 
Yan and Sin (2014) with regards to the impact of attitudes towards inclusion on intentions to engage with 
inclusive practice. A total of 87 teachers in Greece and 92 teachers in Cyprus completed a questionnaire. 
The questionnaire consisted of eight parts: attitudes towards inclusion, subjective norms, self-identity, 
attitude strength, knowledge, intention, experience, and information. The questionnaire was developed by 
Theodorakis (1994) and based on the Theory of Planned Behaviour. An experience variable was added to 
the questionnaire. Pearson’s correlation coefficient was used as the method of analysis. From the results, 
attitudes towards inclusion was correlated with intention to engage with inclusive practice (r = .55, p 
< .001). They suggested comparing the relationship between attitudes towards inclusion and intentions in 
different countries to examine whether cultural difference influences teachers’ attitudes towards inclusion 
and their intentions to engage with inclusive practice.  
Results seemed to have differed depending on the dimensions of attitude. MacFarlane and Wolfson 
(2013) included belief and affective aspects of attitudes to predict teachers’ intention to engage with 
inclusive practice. A total of 111 respondents in Scotland completed a questionnaire consisting of six 
parts: background variables, attitudes towards inclusion, subjective norms, perceived behavioural control, 
intentions to engage with inclusive practice and actual engagement with inclusive practice. To examine 
the impact of attitudes on intentions, the MATIES (Mahat, 2008) and the Teachers’ Willingness to Work 
with severe Disabilities Scale (TWSD; Rakap & Kaczmarek, 2010) were utilised. Standard multiple 
regression was used to predict the impact of attitudes towards inclusion, subjective norms and perceived 
behavioural control on intentions (𝑅2 = .49, 𝑅2 > .25, 𝐹(4,105) = 24.81, p < .001). The results 
indicated that teachers’ beliefs about inclusion had a statistically significant impact on teachers’ intentions 
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to engage with inclusive practice (B = .04, β = .25, p < .05). However, there was no statistically 
significant impact of teachers’ affective attitude towards inclusion on intentions (B = .02, β = .08, p > .05).  
A study by Sharma and Jacobs (2016) had different results from the other studies. They examined 
in-service teachers’ intention to engage with inclusive practice and its relationship with attitudes towards 
inclusion, perceived behavioural control and demographic variables. A total of 349 primary and 
secondary teachers in Pune city, India and 245 secondary teachers in the state of Victoria, Australia were 
asked to complete a survey. The Attitude towards Inclusion Scale (AIS) was developed for the study and 
used to examine the participants’ attitudes towards inclusion. SEM was adopted as the analysis method. 
For Indian respondents, attitudes towards inclusion had a statistically significant impact on intentions to 
engage with inclusive practice (𝑅2 = .27, 𝑝 <  .001). For Australian respondents, the result on the 
relationship between attitudes and intention were different from Indian respondents. It was found that 
Australian teachers’ attitudes towards inclusion did not predict intentions to engage with inclusive 
practice (𝑅2 = .18, 𝑝 >  .05).  
 
2.5.2  Subjective norms and its impact on intentions or behaviour.  With regard to 
subjective norms, there is no conclusive agreement between the different studies about the impact of 
subjective norms on intentions to engage with inclusive practice. A study of Ahmmed et al. (2014) 
examined the impact of subjective norms on teachers’ intentions to engage with inclusive practice. The 
researchers defined subjective norms as school support that teachers received. The Perceived School 
Support for Inclusive Education (PSSIE) scale, developed for this study, was utilised. A total score of this 
scale was from 8 to 40. The higher score meant that teachers received higher school support. The 
Cronbach’s alpha coefficient of PSSIE was 0.86. The results indicated that school support had a 
statistically significant impact on intentions to engage with inclusive practice (r = 0.379, p < 0.0005).  
Subjective norms resulted as having significant impact on teachers’ actual engagement with 
inclusive practice (Yan & Sin, 2014). The researchers defined subjective norms as teachers’ opinions 
about how the relevant people think the teacher should educate students with SENs.  The relevant person 
in the study by Yan and Sin (2014) was the principal. In the study by Yan and Sin (2014), subjective 
norms were considered the most significant predictor of teachers’ intentions to engage with inclusive 
practice (β =.29, p < .01). They assumed that the respondents were highly influenced by external factors 
such as social pressure or external conditions when they engage with inclusive practice. In other words, 
the respondents were more likely to have a strong intention to engage with inclusive practice when the 
principal endorsed the principles of inclusion. The researchers assumed that this finding resulted from 
cultural influences with “a collective-dominant society” (Yan & Sin, 2014, p.81). It was suggested that 
more studies from countries with different cultures were required to confirm the finding. 
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Batsiou et al. (2008) also examined the impact of subjective norms on intentions to engage with 
inclusive practice, but reported a different pattern of findings. In their study, subjective norms were 
defined as teachers’ beliefs about whether important others would approve or disapprove of engaging 
with inclusive practice.  Batsiou et al. (2008) did not specify who the important others to teachers were. 
The results showed that subjective norms did not have a statically significant impact on intentions to 
engage with inclusive practice (r = .15, p > .05).  
MacFarlane and Woolfson (2013) had the same results as Batsiou et al. (2008). They defined 
subjective norms as teachers’ perceptions of principals’ expectations about teachers engaging with 
inclusive practice. A modified version of the TSES (Tschannen-Moran & Woolfolk Hoy, 2001) was used 
to measure subjective norms. In the modified version of the TSES, each question started with ‘Rate your 
head teacher’s approval of how you…,’ and the following questions were the same as the original version 
of the TSES (MacFarlane & Woolfson, 2013, p. 48). The results indicated that subjective norms had no 
statistically significant impact on teachers’ intentions to engage with inclusive practice (B = .12, β = .12, p 
> .05). Including other teaching staff members to examine their influence on teachers’ intentions to 
engage with inclusive practice was suggested.  
There is a reason to believe that the different findings amongst studies were due to different 
definitions of subjective norms between studies. Yan and Shin (2015) defined subjective norms as 
expectations of school principals about how the teacher should educate students with SEN in the class. 
Sharma and Jacobs (2016) referred to subjective norms as school support that teachers received from 
other people in the school such as school executives, school colleagues and parents of students with and 
without SENs. Based on a definition of subjective norms by Ajzen and Fishbein (2005), subjective norms 
are focused on ECTs’ perception of the relevant people’s opinion about whether ECTs engage or not in 
inclusive practice. Thus, the current study  examined how ECTs’ were influenced by relevant people’s 
opinions on whether they, the ECTs, should educate students with SENs. The relevant people include a 
school principal, school colleagues, learning support teachers or mentors.  
 
2.5.3  Perceived behavioural control and its impact on intentions. Perceived behavioural 
control was shown to be the most significant variable to influence intention and behaviour of engagement 
with inclusive practice (e.g., MacFarlane & Woolfson, 2013; Sharma & Jacobs, 2016; Yan & Shin, 2014). 
Sharma and Jacobs (2016) examined the impact of perceived behavioural control on teachers’ intentions 
to engage with inclusive practice. The TEIP (Sharma et al., 2012) was utilised to measure self-efficacy of 
the participants. SEM was utilised as an analysis method. For Australian respondents, self-efficacy in 
inclusive instruction positively influenced intentions to change the curriculum (𝑅2 = .14, p < .01) while 
self-efficacy in collaboration did not have a statistically significant impact on intentions (p > .05). In 
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Indian respondents, self-efficacy in inclusive instruction positively impacted intentions to consult and 
change the curriculum (𝑅2 = .50, p < .001) while self-efficacy in collaboration and managing challenging 
behaviour did not statistically influence intentions to engage with inclusive practice (p > .05). From these 
findings, Sharma and Jacobs (2016) argued the importance of teachers having a strong self-efficacy in 
changing or altering the design of the curriculum. This is because teachers who hold a strong self-efficacy 
have positive intentions to engage with inclusive practice. Consequently, intentions will influence 
engagement with inclusive practice. 
A study of Ahmmed et al. (2014) had similar results to Sharma and Jacobs (2016). The MATIES 
(Mahat, 2008) was utilised to examine teachers’ self-efficacy. The results indicated self-efficacy had a 
significant impact on intentions to engage with inclusive practice (r = .513, p < .05). Hierarchical 
regression was adopted to gain a comprehensive picture of the three determinants and demographic 
variables on teachers’ intentions to engage with inclusive practice. Among attitudes towards inclusion, 
subjective norms and self-efficacy, self-efficacy was the strongest predictor (β = + .38, p < .001).  
MacFarlane and Woolfson (2013) also had the same results as the studies presented above. They 
applied the TSES (Tschannen-Moran & Woolfolk Hoy, 2001) to measure teachers’ perceived behavioural 
control. The results indicated that teachers’ perceived behavioural control had a statistically significant 
impact on teachers’ intentions to engage with inclusive practice (B = .10, β = .37, p < .05). Among other 
variables such as attitudes and subjective norms, the results indicated that perceived behavioural control 
affected intention more significantly than other variables.  
 
2.5.4  Background variables.  The literature included background variables when examining 
intentions to engage with inclusive practice. A study by Ahmmed et al. (2014) included background 
variables such as age, gender, past success in teaching students with SENs, teaching experience, 
professional development in inclusive education and contact with students with SENs. Hierarchical 
regression was utilised to obtain a comprehensive picture of the relationship among the variables within 
the Theory of Planned Behaviour. Ahmmed et al. (2014) added background variables in Step 2 to 
examine whether background variables increased teachers’ intentions to engage with inclusive practice. 
Background variables explained an additional two percent of the variance in intentions (𝑅2 =
.42, 𝐹(11,696) = 45.23, p < .001). Age and teaching experience had a statistically significant impact on 
intentions to engage with inclusive practice (β = -.23, p < .05, β = .26, p < .05 respectively). In-depth 
interviews were suggested to understand how strongly such factors influenced intentions to engage with 
inclusive practice. 
MacFarlane and Woolfson (2013) examined the influence of professional development and 
experience with educating students with SENs on teachers’ intentions to engage with inclusive practice. A 
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standard multiple regression model was used. The results indicated that these two variables predicted six 
percent of teachers’ intention to engage with inclusive practice (F(2,107) = 3.49, p < .05, 𝑅2 = .06). 
Specifically, experience with teaching students with SENs negatively influenced teachers’ intentions to 
engage with inclusive practice (β = - .25, p < .02). Professional development did not have a statistical 
impact on teachers’ intentions to engage with inclusive practice (β = .15, p = .115).  
There are other studies that included background variables in their study such as Sharma and 
Jacobs (2016) and Bastious et al. (2008). However, the studies did not examine the impact of background 
variables on intentions to engage with inclusive practice. Ajzen and Fishbein (2005) recommended that 
participant’s background information (e.g., experience in teaching students with SEN, age, and gender) 
need to be included as a part of a full model of the Theory of Planned Behaviour. This is because it 
indirectly influences behaviour through the effect it has on attitudes, subjective norms and perceived 
behavioural control. Although some studies have included background variables within the Theory of 
Planned Behaviour, they only examined the relationship between background information and attitudes or 
intentions. There is still a need to investigate the relationship between background information and 
subjective norm and perceived behavioural control. 
 
2.5.5  Limitations of the literature.  In most of the studies, it was found that all variables in the 
Theory of Planned Behaviour were not included. For example, Kuyini and Desai (2007) excluded the 
intention variable. Instead, they applied attitudes, subjective norms and perceived behavioural control as 
direct variables to predict teachers’ actual behaviour of engagement with inclusive practice. Sharma and 
Jacobs (2016) did not include subjective norms and teachers’ actual behaviour of engagement with 
inclusive practice while they did include attitudes and perceived behaviour control variables to examine 
their relationship with intention to engage with inclusive practice. Ahmmed et al. (2014) included 
teacher’s demographic variables, attitudes, perceived behaviour, subjective norms and intention to engage 
with inclusive practice. Table 2.2 shows the summary of variables included in the studies that adopted the 
Theory of Planned Behaviour. 
Unlike studies by Kuyini and Desai (2007), Sharma and Jacobs (2016), and Ahmmed et al. (2014), 
there are studies that included all variables from the Theory of Planned Behaviour. For instance, in studies 
of Yan and Shin (2014) and MacFarlane and Woolfson (2013), the participants were asked to complete a 
self-reflection questionnaire to measure their behaviour about engagement with inclusive practice. 
MacFarlane and Woolfson (2013) insisted that the omission of behaviour about engaging with inclusive 
practice is the most significant limitation in other studies on teachers’ engagement with inclusive practice 
based on the Theory of Planned Behaviour. However, examination of behaviour through a self-reflection 
questionnaire brings biases as a result of teachers being asked to reflect on their own behaviour (Phakiti, 
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2014). Applying qualitative methods was suggested to examine teachers’ behaviour about engaging with 
inclusive practice (Yan & Sin, 2014). 
 
Table 2.2 
The Variables Included in the Literature Which Adopted the Theory of Planned Behaviour 
  
Background 
Variables 
Attitudes 
Subjective 
norms 
Perceived 
behavioural 
control 
Intention Behaviour ECT 
Ahmmed, 
Sharma & 
Deppeler 
(2014) 
o o o o o - - 
Batsiou et al. 
(2008) 
o o o - o - 
Self-identity 
Attitude strength 
Knowledge 
Information 
Areas of 
specialisation 
Kuyini & 
Desai (2007) 
o o o o - o 
 
MacFarlane 
& Woolfson 
(2013) 
- o o o o o 
Professional 
development 
Teaching 
experience 
Sharma & 
Jacobs (2016)  
o o - o o - - 
Yan & Shin 
(2014) 
- o o o o o - 
2.5.6  Summary. The Theory of Planned Behaviour is a theoretical model premised on an 
intention influenced by the aggregation of how attitudes, subjective norms and perceived behavioural 
control can affect behaviour. Within the Theory of Planned Behaviour, direct or indirect influence of the 
three determinants which are attitudes, subjective norms and perceived behavioural control on certain 
behaviour (Ajzen, 2011) can be investigated. Teachers’ attitudes towards inclusion, subjective norms, 
perceived behavioural control, and background variables were the most frequently included variables 
across the literature examining what influences teachers’ intentions to engage with inclusive practice 
within the theoretical framework of the Theory of Planned Behaviour. However, it was observed that 
across the studies some variables were omitted when examining teachers’ intentions to engage with 
inclusive practice. From the review, it would appear that the inclusion of all variables and application of 
qualitative research would enhance these quantitative studies. Further research across different countries 
and cultures would be beneficial. In the next section, ECTs’ future career intentions and variables which 
influence ECTs’ career decisions will be reviewed.  
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2.6 Career Intentions of Early Career Teachers 
The first few years of teaching can be challenging for ECTs, with the first year of teaching 
considered an especially challenging time (Romano, 2008). Indeed, one in five ECTs leave the teaching 
profession within 3 to 5 years, with half of them deciding to do so during their first year of teaching 
(Ewing & Manuel, 2005; Romano, 2008). ECTs’ attrition is an issue in the teaching profession raising 
concerns for the loss of school leadership and shortages of teachers in the future. The student body and 
school support are considered as variables that influence ECTs’ decision to stay in the teaching profession. 
In this section, background information of ECTs’ future career intentions and variables that influence 
ECTs’ decision to stay in the profession will be examined.  
 
2.6.1 Background of early career teachers’ future career intentions. The teaching 
profession is sometimes described as a ‘revolving door’ because of the large number of teachers entering 
and exiting the profession in a short space of time (Ingersoll, 2001). The shape of teacher resignation rates 
follows a “U-shaped curve” (Ingersoll, 2001, p. 502). That is, teacher attrition rates are high in the early 
career phase and decline in the mid-career phase, and then rise again in the late career phase (Ingersoll, 
2001).  
A number of studies and government reports have recorded a high rate of teacher turnover in the 
early career phase (e.g., DEST, 2006b; McKenzie et al., 2011; Smith & Ingersoll, 2004). Extensive 
research has been carried out on the variables that affect the retention and attrition of teachers at a 
national level in Australia. In 2006 two reports were published, the Final Year Teacher Education 
Students (DEST, 2006a), and the Survey of Former Teacher Education Students (DEST, 2006b) that 
tracked the experience of pre-service teachers. The first survey was conducted in 2005 and 1,875 pre-
service teachers were recruited. In this study it was found that 20% of respondents were uncertain about 
how long they would stay in the teaching profession in the future. Less than two percent of the 
respondents indicated that they would leave the profession within the 12 months or did not intend to 
become a teacher.  
In the subsequent study, the Survey of Former Teacher Education Students (DEST, 2006b) 693 
ECTs were surveyed. Thirty percent of ECT respondents expressed uncertainty about working as a 
teacher. The percentage of respondents with uncertain intentions to stay in the profession increased in the 
follow-up survey where 6.3% nominated that they would leave the profession. The main issue that 
influenced these intentions was student behaviour in the classroom.  
The Staff in Australia’s Schools 2013 survey (McKenzie et al., 2014) examined the views of 
teachers on their future plans. A total of 5,213 primary teachers from 619 primary schools completed the 
survey. The proportion of ECTs in primary schools was 21%. Interestingly, 40% of ECTs responded to 
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being unsure of their teaching intention while around 30% of total primary school teachers responded to 
the same question. Seven percent (7%) of ECTs indicated that they were planning to leave the teaching 
profession within 3 years. The proportion of ECTs intending to leave the teaching profession permanently 
before retirement was higher than more experienced teachers. The most common reason given by 51% of 
ECTs was feeling excessively overworked. 
A series of qualitative studies conducted in NSW explored the relationship between ECTs’ 
experiences and their future career intentions (Ewing & Manuel, 2005; McCormack, Gore & Thomas, 
2006; Romano, 2008). It was found that future career intentions are influenced by such variables as the 
effectiveness of a school’s induction program, student behaviour management, and management of 
students with different abilities. It was also shown that ECTs’ future career intentions are highly related to 
concerns over teaching students with SEN, student diversity, and behaviour management. 
Significant effort in encouraging ECTs to stay in the teaching profession is in part a response to the 
“ageing profile of the teaching profession” (Ewing & Manuel, 2005, p. 4). According to Staff in 
Australia’s Schools 2010 (McKenzie et al., 2011), the average age of primary in-service teachers was 
42.1 years of age in NSW. Based on this statistic, it is expected that half of primary in-service teachers 
will retire in the next 10 years. Consequently, schools will have shortages of teachers in the future 
(Allensworth et al., 2009). In the next section, variables that impact on ECTs’ decision on their future 
career intentions will be discussed in depth.  
 
2.6.2 Variables that influence early career teachers’ decision on future career intentions. 
2.6.2.1 Students. School students are considered as a variable that influences ECTs’ future 
career intentions. Schools with a high proportion of students of low socioeconomic status (SES), high 
proportion of minority groups, diverse needs of students, and lower achievement levels were schools with 
high teacher attrition (Fantilli & McDougall, 2009; Hughes, 2012). Fantilli and McDougall (2009) 
employed quantitative and qualitative methodologies to examine what challenges ECTs faced and 
supports they received during their first three years of teaching. Fifty-four (54) out of 86 participants who 
had fewer than three years of teaching experience in regular classrooms in Ontario, Canada, completed a 
survey combining quantitative and open-ended qualitative questions. The main reason for conducting a 
survey was to determine the challenges participants commonly faced during their first year of teaching. 
The results of the survey were then used as a basis to draw case study interview questions. From the 
survey results, 15 challenges ECTs faced were identified. Among them, meeting the needs of students 
with SENs, behaviour/classroom management, and developing and implementing IEPs were identified. 
These results have high relevance to this study. Meeting the needs of students with SENs was reported by 
52.1% of participants as one of the most challenging variables. In particular, no matter if participants had 
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a formal, informal or no mentor, meeting the needs of students with SENs was still identified as a 
challenge. Case study participants reported that they had a feeling of failure and became stressed when 
they received a lack of school support with regard to meeting the needs of students with SENs. It was 
suggested to explore what support could enable ECTs to manage these challenges in order for ECTs’ to 
be integrated into the teaching profession.   
A four year longitudinal study drew the conclusion that students’ behaviour management was one 
of the challenges that ECTs faced during their teaching experience. This study was conducted by 
Buchanan et al. (2013) to examine ECTs’ opinions and decisions to stay in or leave the teaching 
profession in NSW, Australia. A series of research methods were utilised, such as a tracking survey, semi-
structured interviews and a best-worst survey. Only semi-structured telephone interview data were 
reported in this study. The interviews were conducted during the first, the second and the final year of the 
study. For the interviews, 122 participants volunteered to participate in the interviews, with 54 ECTs 
selected for the interviews based on study criteria. These criteria were ECTs who (1) completed their 
degrees in 2005; (2) were in the cohort of 2006 graduation; and (3) graduated from a teacher education 
institute in NSW. However, a total of 14 participants remained until the final interview. During the 
interviews, participants were asked to select one image from a set of images that best described ECTs’ 
teaching experience. Also, they were asked to show their position on a grid that indicated the level of 
challenge and support. From data analysis, six themes related to ECTs decision to stay in or leave the 
teaching profession were identified. Student behaviour management and engagement were identified as 
one of the themes. Those who participated in the interviews complained that they were unprepared to 
manage students’ behaviour by their teacher education institute. Also, participants complained that there 
was a lack of support from school executives with regard to student behaviour management. In particular, 
this issue emerged among ECTs in the first year of teaching. Buchanan et al. (2013) suggested support 
from teacher educators, mentors and colleagues, and professional learning would help ECTs overcome 
the challenges they faced during their early career teacher phase.  
Heikonen, Pietarinen, Pyhalto, Toom, and Soini (2017) also reported that teachers’ experience with 
students had an impact on teachers’ decision to stay in the teaching profession. It was hypothesised that 
teachers’ experience in classroom management, behaviour management and diverse needs of students, 
influenced teachers’ turnover rate. A total of 284 ECTs in Finland completed questionnaires which 
consisted of two parts: measuring (1) ECTs’ professional agency in classroom (Soini, Pietarinen, & 
Pyhalto, 2016) and (2) inadequacy in teacher-pupil interaction (Pietarinen, Pyhalto, Soini, & Salmela-
Aro, 2013). SEM was used for data analysis. The result indicated that the experience positively correlated 
with teachers’ turnover rate (ß = .35, p < .01). It was suggested examining the impact of teachers’ 
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experience in classroom management, behaviour management and the diverse needs of students, on 
teachers’ intentions across different countries, for the purpose of generalisation of results.  
Despite the fact that every in-service teacher is expected to accommodate every student, including 
students with SEN, in their classroom (Boyle et al., 2013; Burk & Sutherland, 2004) and that there are 
overlapping issues between ECT attrition and accommodating inclusive practice (e.g., Bourke, 2010; 
Ewing & Manuel, 2005; Forlin, 2006; Savolainen et al., 2012; Subban & Sharma, 2006), there is limited 
research that has looked at the relationship between ECTs’ future career intentions and their experience of 
inclusive practice. 
2.6.2.2 School characteristics. School characteristics are considered as one of the key factors 
that influence ECTs’ decision on future career intentions. School characteristics include school location, 
school sector, school size, the level of administrative support, school mentoring programs, teacher 
induction programs, teacher collaboration and teacher networks (Borman & Dowling, 2008). In both 
quantitative and qualitative studies, school support such as administrative support, collegial support, 
teacher collaboration, and teacher networking, are counted as the most significant factors that influence a 
teacher’s decision to stay in the teaching profession (Burke, Aubusson, Shuck, Buchanan, & Prescott, 
2015; Johnson & Birkeland, 2003; Romano, 2008; Smith & Ingersoll, 2004). 
2.6.2.2.1 Administration supports. Administration supports refer to “the school’s effectiveness 
in assisting teachers with issues such as student discipline, instructional methods, curriculum, and 
adjusting to the school environment” (Borman & Dowling, 2008, p. 380). Literature on the relationship 
between administration supports and ECTs’ retention rates highlights the significance of administrative 
support on ECTs’ decision making with regard to staying in the teaching profession (Fantilli & 
McDougall, 2009; Tickle, Chang, & Kim, 2011).  
Tickle et al. (2011) examined the effect of administration support on teachers’ intention to stay in 
the teaching profession. The data used in the study was collected via the 2003-2004 Schools and Staffing 
Survey (SASS) in the Unites States of America. SASS was a national wide survey to obtain extensive data 
about teachers. There were two types of SASS: SASS-4A for public school teachers and SASS-4B for 
private school teachers. The participant criteria for this study were regular, public and full-time teachers. 
Thus the data from SASS-4A was used. After applying criteria for the study, a sample size of 32,271,936 
was drawn. This was a weighted sample size. Tickle et al. (2011) applied path analysis and the results 
indicated that executives’ supports were a statistically significant predictor of teachers’ intention to stay in 
the profession (ß = .030, p < .01). It was suggested that more studies in international contexts were 
required to confirm the results of the study by comparting between countries.  
ECTs considered promoting collaborative school environments between school colleagues as an 
effective support in the workplace (Fantilli & McDougall, 2009). In a study by Fantilli and McDougall 
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(2009), interviews were used to understand the challenges and supports that ECTs experienced. In this 
study, ECT was defined as those teachers who had one to three years of teaching experience. The 
interviews were conducted with five ECTs. From their results, the interviewees encountered a few 
challenges such as classroom management, behavioural management and lack of resources. Having a 
school executive who promoted a collaborative school culture and provided resources was the most 
effective support for ECTs to integrate into the teaching profession. Also, it was found that ECTs found 
support from school executives helpful, such as fostering a collaborative school culture. Exploring how 
exemplary school executives lead ECTs to successful integration of the profession was suggested.   
ECTs have challenging experiences such as struggling with heavy workloads; difficulty in catering 
to the diverse needs of all children within their classes; issues with classroom management; and 
supporting classroom behaviour of children in their classrooms (Ewing & Smith, 2003; Ewing & Manuel, 
2005; Fantilli & McDougall, 2009; Johnson & Birkeland, 2003; Manuel, 2003; Romano, 2008). 
Particularly, these challenging experiences significantly influence ECTs’ decision on their future career 
intentions after the first year of teaching (Fantilli & McDougall, 2009; Long, McKenzie-Robblee, 
Schaefer, Steeves, Wnuk, Pinnegar & Clandinin, 2012). This shows that there is a link between the 
challenges that ECTs face and difficulties experienced when engaging in inclusive practice. However, 
there are very limited studies examining the relationship between ECTs’ intentions to stay in the teaching 
profession and the supports that ECTs receive, through lens of inclusive practice. 
2.6.2.2.2 Collegial supports. A number of studies have shown that ECTs indicated that 
supportive colleagues are the most significant factor influencing their decision to stay in the teaching 
profession (Allensworth et al., 2009; Inman & Marlow, 2004; Romano, 2008). Allensworth et al. (2009) 
reported that school colleagues’ perception and support were variables that impacted strongly on teachers’ 
turnover rates. The report examined Chicago public school teachers’ turnover rates and variables that 
influenced those turnover rates. For this study, survey data and observations were used. There were two 
types of data sets used for the study by Allensworth et al. (2009): Teachers’ personnel records from 2002-
2003 to 2006-2007, and students and school administrative and exam records. Teachers’ personnel 
records from 2002-2003 to 2006-2007 were used to see whether an individual teacher remained at a 
school from one year to the next year. In the teachers’ personnel records, background information was 
provided such as gender, age, race/ethnicity, degree awarded, graduated university (where the individual 
obtained their teaching certificate) and year that the individual started to teach in Chicago public schools. 
Students and school administrative and exam records were used to characterise student and school 
conditions where an individual teacher was employed. They obtained teacher and student surveys 
conducted by the Consortium on Chicago School Research in spring 2003 and 2005. A total of 16,102 
teachers in 346 primary schools were observed. Three-level hierarchical logistic regression models were 
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used to examine when teachers went into and out of their schools. The results indicated that teachers 
tended to stay in the teaching profession when they felt school colleagues worked collaboratively to make 
their school work better so that all students in the school could learn. From this result, the researchers 
suggested a need for the development of a cooperative school environment to help teachers stay in the 
teaching profession.  
A qualitative study also agreed that collegial support impacted ECTs’ decision making on staying 
in the teaching profession. Nine teachers in their first year of teaching in the southwest USA participated 
in a study by Romano (2008) and were asked to discuss any successes and struggles that they had 
experienced during the year. Further, participants were asked to discuss physical and personnel resources 
that they had received and would like to receive. Classroom management, pedagogy, policy and personal 
issues were identified as both struggles and successes during the initial year of teaching. Classroom 
management was identified as the most frequently mentioned area that participants had both successful 
and struggling experiences. School colleagues’ help was indicated as the most helpful resource for a 
successful experience. Romano (2008) suggested the need of further studies about how ECTs experience 
the first year of teaching so that additional support may be provided to assist ECTs when engaging with 
inclusive practice.  
Support from staff in terms of classroom management and discipline are considered as one of the 
significant variables for ECTs’ career decision (Burke et al., 2015; Ewing & Manuel, 2005; Manuel, 2003; 
Johnson & Birkeland, 2003). Burk et al. (2015) examined types of support that ECTs received at public 
schools in NSW. ECTs in the study by Burk et al. (2015) were defined as those teachers working for one 
to three years at public schools. A total of 336 ECTs completed a “discrete choice experimental approach 
and associated Scale-Adjusted Latent Class Model (SALCM)” (Burk et al., 2015, p. 241). The 
respondents were divided into two groups: those who intend to depart the profession and those who 
intend to stay in the profession.  The differences between the two groups were examined with regards to 
preferred supports. Interestingly, preferred supports for both groups were different. Those who intended 
to leave the teaching profession valued teaching and planning collaboration with other teachers, sharing 
resources and discussions about classroom management outside of school. However, conversation about 
teaching and sharing teaching resources with experienced teachers was considered a valuable support for 
ECTs who intended to stay in the teaching profession (Burk et al., 2015). Further, these ECTs pointed out 
that observation of their teaching from experienced teachers played a significant part in their decision to 
stay in the teaching profession. Although preferred supports were different between ECTs who intended 
to stay in or leave the teaching profession, Burk et al. (2015) suggested formal and informal teacher 
collaboration and sharing resources with other colleagues were required to support ECTs no matter if they 
intended to leave or stay.  
 52 
 
A
p
p
en
d
ix
 Q
 In
terv
iew
 a
x
ia
l a
n
d
 su
p
p
o
rtin
g
 o
p
en
 co
d
es 
Collaboration with experienced school colleagues is considered a valuable support for ECTs. 
Particularly, ECTs have reported collaboration with same grade experienced colleagues was beneficial 
(Fantilli & McDougall, 2009). In a study by Fantilli and MaDougall (2009), case study participants 
emphasised the importance of administrators’ roles in encouraging and creating a collaborative school 
culture with school colleagues in sharing teaching resources, ideas of behaviour management and 
teaching planning strategies. Like Romano (2008) found, individual support should be specifically 
focused to provide support to ECTs at the time of ECTs’ need. In particular, collaboration with other 
teachers on behaviour management and meeting the needs of students with SEN should be provided to 
ECTs.  
2.6.2.2.3 Mentoring. In the first year of teaching, an ECT’s future career decision has a 
significant relationship with mentoring programs. ECTs have shown positive intentions to stay in the 
teaching profession when they have had positive experience in mentoring programs (DeAngelis, Wall, & 
Che, 2013; Fantilli & McDougall, 2009; Le Maistre & Pare, 2010). DeAngelis et al. (2013) assumed that 
ECTs’ intention and actual decision to stay in or leave the teaching profession depended on supports like 
induction and mentoring programs. So, they examined the relationship between ECTs’ intention and 
actual decision to stay in or leave the teaching profession and the supports. A survey and state 
employment records were used for this study. The survey consisted of 20 questions and asked about 
teachers’ perceptions of mentoring, induction programs and teacher preparation, future career intentions, 
and background information. The survey was designed for the study. A total of 1,159 respondents 
completed a survey. The respondents were in their first year of teaching and worked at high schools. A 
strong correlation was found between ECTs’ opinions about their mentors’ helpfulness and the frequency 
of meeting (r = .881). In particular, a combination of induction programs and mentoring programs was 
related to a decrease in the number of ECTs leaving the teaching profession.  
The relationship between mentors and mentees is pointed out as an important consideration for the 
successful mentorship (Fantilli & McDougall, 2009). A literature review by Long et al.(2012) addressed 
matching the mentor and mentee as a way of establishing a positive relationship. When matching the 
mentor and mentee, grade level, teaching areas, type of students, proximity and personalities need to be 
considered. Type of student and grade level were variables that need to be considered for successful 
mentoring programs when mentor and mentee are matched. These variables can lead to ECTs deciding to 
stay in the teaching profession. ECTs were satisfied with mentoring programs when they received 
instructional and emotional support from their mentors. Further, support such as discussion of 
pedagogical issues, reflection on ECTs’ actions, and development of interpersonal skills positively 
influenced ECTs’ decision on stay in the teaching profession.   
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A study of Parker, Ndoye, and Imig (2009) supported the importance of mentor and mentee match 
on ECTs’ intentions to stay in the teaching profession. Researchers examined what variables in the 
mentor and mentee matching influenced ECTs’ intentions to stay in the teaching profession. Parker et al. 
(2009) undertook a secondary analysis of data from the Teacher Working Conditions (TWC) survey. This 
survey was conducted with novice teachers working at public and private schools (K to 12) in the state of 
North Carolina. In this study, novice teachers were defined as teachers who were in their first two years of 
teaching. Subject area, grade level and proximity were used as variables. Only grade level had a 
statistically significant relationship with the respondents’ intentions to stay in the teaching profession 
(𝑥2(1, 𝑛 = 8472) = 5.94, 𝑝 = .02). Also, novice teachers who received “a lot” of help from their mentor 
intended to stay in the teaching profession more so than those who did not or received “some” help (p. 
334). About fifty-four percent (54%) of participants who received “a lot” of help intended to stay in the 
teaching profession (n = 4369) 8.6% of participants who received “no help” intended to stay in the 
profession (n = 695). The suggestion was made to conduct interviews to determine what influenced 
novice teachers’ decision to stay in the teaching profession even if novice teachers received little or no 
mentoring support.  
2.6.2.3 Teachers’ self-efficacy. School characteristics are considered as one of the key 
variables that influence on ECTs’ decision on future career intention. A study by Wang, Hall, and Rahimi 
(2015) in Ontario and Quebec in Canada recruited 523 respondents who were asked to complete a 
questionnaire. The questionnaire had five sections: self-efficacy, attributions, adjustment, illness 
symptoms and quitting intentions. The TSES (Tschannen-Moran & Woolfolk Hoy, 2001) was used to 
measure the respondents’ self-efficacy. A three-item, 5-point Likert scale developed by Hackett, Lapierre, 
and Hausdorf (2001) was used to measure quitting intentions. The results indicated that those respondents 
who had stronger beliefs that they were confident in students’ engagement in the lesson and their ability 
to apply instructional strategies reported a stronger intention to stay in the teaching profession (ß = - .37, 
p < .001, ß = .20, p = .002 respectively).  
Klassen and Chiu (2010) examined the effect of teachers’ self-efficacy on job satisfaction. The 
researchers said that job satisfaction is related to teachers’ intentions to stay in the teaching profession. A 
total of 1,320 participants completed the TSES (Tschannen-Moran & Woolfolk Hoy, 2001) to measure 
the participants’ self-efficacy in western Canada. Two items were taken from a questionnaire developed 
by Caprara, Barbaranelli, Borgogni, and Steca (2003) to examine teachers’ job satisfaction. The items 
were “I am satisfied with what I achieve at work” and “I feel good at work” (Caprara et al., 2003, p. 832). 
The questions were on a 9-point Likert scale. An explanatory model was used to examine the relationship 
between teachers’ self-efficacy and their job satisfaction. The results found that teachers who had a strong 
self-efficacy had high job satisfaction. In particular, the results indicated that those who rated 10% higher 
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in classroom management self-efficacy or 10% higher in instructional strategies showed 3% higher in job 
satisfaction. It was suggested examining self-efficacy across different countries to confirm the results of 
the study.  
 
2.6.3  Summary. In this section, background information on ECTs’ future career intentions, 
variables that influence ECTs’ decision to stay in the teaching profession were examined. ECTs’ attrition 
is an issue in the teaching profession because ECTs’ attrition may lead to loss of school leadership and the 
shortages of teachers in the future. Student body and supports provided had a strong relationship with 
ECTs’ decisions on staying in the teaching profession.  
Despite the fact that every in-service teacher is expected to accommodate every student, including 
students with SEN, in their classroom (Boyle et al., 2013; Burk & Sutherland, 2004) and there are 
overlapping issues between ECT attrition and accommodating inclusive practice (e.g., Bourke, 2010; 
Ewing & Manuel, 2005; Forlin, 2006; Savolainen et. al., 2012; Subban & Sharma, 2006), there is limited 
research that has looked at the relationship between ECTs’ future career intentions and their experience of 
inclusive practice. Thus, it is necessary to examine to what extent engaging in inclusive practice 
influences ECTs’ future career intentions. Further, it is necessary to examine to what extent ECTs receive 
supports related to engaging in inclusive practice.  
 
2.7 Methodological Consideration 
Methodological issues need to be considered with regard to the current study. These can be drawn 
from the research design, limitations, and suggestions from the previous literature. In this section, 
methodological consideration of the current study will be discussed based on the research design, 
limitations and suggestions of the previous literature.  
Issues which teachers face around implementing inclusive education have been raised for many 
years. Commonly raised issues are: difficulty with managing students’ challenging behaviour, classroom 
management, and meeting the diverse educational needs of students (Thaver & Lim, 2014). The most 
frequently mentioned challenges that lead to ECTs leaving the teaching profession were very similar to 
those which teachers face when implementing inclusive practice. The challenges that impact ECTs’ 
decision making are students’ challenging behaviour management, classroom management, difficulty in 
catering for the diverse needs of every child, and heavy workload (Ewing & Manual, 2005; Fantilli & 
McDougall, 2009; Romano, 2008). Although there are issues in common found across implementing 
inclusive practice and ECTs’ decision making, there is very limited literature examining to what extent 
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ECTs receive support related to implementing inclusive practice and its relationship with ECTs’ 
intentions to stay in the teaching profession.  
Teachers’ attitudes towards inclusion and teachers’ self-efficacy are considered significant 
variables when implementing inclusive practice. Thus, a number of studies have examined what variables 
influence pre-service and in-service teachers’ attitudes towards inclusion or self-efficacy (e.g., Boyle et 
al., 2013; Forlin et al., 2014; Sharma et al., 2015; Stemberger & Kiswarday, 2017). It was found that pre-
service teachers’ attitudes towards inclusion are mostly positive. In particular, taking a unit of study in 
special and inclusive education had a positive influence on pre-service teachers’ attitudes towards 
inclusion (e.g., Kraska & Boyle, 2014; Lee & Kwon, 2010).  
On the other hand, in-service teachers’ attitudes towards inclusion are neutral or negative (e.g., 
Galovic et al., 2014; Hwang & Evans, 2011). In particular, a quantitative study by Boyle et al. (2013) 
found that attitudes towards inclusion declined after the initial year of teaching. Boyle et al. (2013) 
questioned the decline and suggested implementing in-depth interviews to answer the question. Teacher 
educators and researchers expect teachers to maintain their positive attitudes towards inclusion and 
develop these attitudes during their career paths. Although there is literature examining ECTs’ attitudes 
towards inclusion such as Boyle et al. (2013), literature is very limited on studies examining to what 
extent variables impact ECTs’ attitudes towards inclusion and why.  
A majority of researchers in the area of attitudes towards inclusion and self-efficacy adopted 
quantitative studies to examine to what extent variables influence teachers’ attitudes towards inclusion 
and self-efficacy (e.g., Boyle et al., 2013; Chao et al., 2017; Forlin et al., 2014; Orakci et al., 2016; 
Savolainen et al., 2012). Applying a quantitative method is beneficial to gain a general understanding of 
the situation (Creswell, 2008). Savolainen et al. (2012) used a quantitative study to examine what 
variables influence teachers’ attitudes towards inclusion. As reviewed in section 2.3.3.3., they found that 
years of teaching experience negatively influenced teachers’ attitudes towards inclusion.  Forlin et al. 
(2014) examined how experience with teaching students with SENs influenced teachers’ self-efficacy 
using a questionnaire. As reviewed in section 3.4.3.2., Forlin et al, (2014) found that teachers with fewer 
than 30 days of teaching experience with students with SENs had a stronger sense of efficacy than those 
with more than 30 days such experience.  
Savolaninen et al. (2012) and Forlin et al. (2014) suggested applying a qualitative method to 
understand why variables impact teachers’ attitudes towards inclusion and self-efficacy. This is because a 
quantitative method does not provide a chance to develop a deep understanding of why and how variables 
influence teachers’ attitudes towards inclusion and self-efficacy. Because of the limitations of a 
quantitative method, other researchers have also suggested the implementation of a qualitative method for 
future research (e.g., Berry, 2010; Boyle et al., 2013; Fantilli & McDougall, 2009). 
 56 
 
A
p
p
en
d
ix
 Q
 In
terv
iew
 a
x
ia
l a
n
d
 su
p
p
o
rtin
g
 o
p
en
 co
d
es 
When applying the Theory of Planned Behaviour, it is proposed that when teachers engage with 
inclusive practice, teachers’ intentions to engage with inclusive practice are affected. The teachers’ 
intentions to engage with inclusive practice are formed by an aggregation of attitudes towards inclusion, 
subjective norms, and perceived behavioural control. There has been little literature examining teachers’ 
attitudes towards inclusion and self-efficacy when examining what variables influence teachers’ 
engagement with inclusive practice (e.g., Ahmmed et al., 2014; MacFarlane & Woolfson, 2013; Sharma 
& Jacobs, 2016; Yan & Sin, 2014). Further, there is limited literature examining teachers’ intentions to 
engage with inclusive practice and the impact of attitudes towards inclusion, subjective norms, and 
perceived behavioural control. Yan and Sin (2014) suggested in their study that more studies were needed 
to obtain general trends and to generate findings on teachers’ intentions to engage with inclusive practice 
and the impact of attitudes towards inclusion, subjective norms, and perceived behaviour on teachers’ 
intentions. 
Collie et al. (2012) pointed out the importance of applying a mixed-method design. In a study by 
Collie et al. (2012), a quantitative study was undertaken to examine the impact of school climate on 
teachers’ self-efficacy. They pointed out that bias would occur with self-reported questionnaires. When 
using self-reported questionnaires, the respondents may consider themselves in a good way. To reduce the 
bias of using self-reported questionnaires, applying a mixed-method design was suggested (Collie et al., 
2012).  
In a study by Sosu, Mtika, and Colucci-Gray (2010) a mixed-method design was also applied to 
examine the impact of initial teacher education on pre-service teachers’ attitudes towards inclusion in 
Scotland. Sosu et al. (2010) reasoned the use of a mixed-method design would obtain more 
comprehensive views of the effect of initial teacher education programs on pre-service teachers’ attitudes 
towards inclusion. By considering  suggestions in the literature, a mixed-method approach has been 
applied to understand to what extent variables influence ECTs’ intentions to engage with inclusive 
practice and why. A detailed discussion with regard to methodology used in the current study will be 
addressed in the next chapter.  
 
2.8 Chapter Summary 
In this chapter, the literature relevant to inclusion, legislation, policy, attitudes, self-efficacy, 
teacher retention and variables that influence the shaping of attitudes, self-efficacy and teacher retention 
were reviewed. Various studies were examined concerning variables that influence forming attitudes 
towards inclusion (Ahmmed et al., 2012). Variables included in the literature were years of teaching 
experience, school support, experience with teaching students with SENs, and completion of a unit of 
study in special and inclusive education. Although the variables were examined to find out the 
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relationship between attitudes and the variables, there was not agreement on what variables positively 
influences teachers’ attitudes towards inclusion. The literature showed that school support had a positive 
impact on attitudes towards inclusion. Years of teaching experience, a unit of study in special and 
inclusive education and experience with teaching students with SENs had differing results in different 
studies. The literature indicated, however, that experienced teachers held less positive attitudes towards 
inclusion than newly qualified teachers or ECTs.  
Teacher educators expect pre-service teachers to hold positive attitudes towards inclusion and that 
teachers will become more positive towards inclusion as their career progresses. However, the literature 
on in-service teachers showed that they held neutral or negative attitudes towards inclusion. . The 
experience that teachers gain in their initial year of teaching in inclusive practice is one of the factors 
influencing attitudes of ECTs towards inclusive education. However, limited research has been 
undertaken on what influences the shaping of ECTs’ attitudes towards inclusion. Thus, there is a need to 
examine ECTs’ attitudes towards inclusion and the variables that influence attitudes formation and why.  
Teachers’ self-efficacy on inclusion also had an impact on teachers’ engagement in inclusive 
practice. In particular, such variables as professional learning and acknowledging legislation and local 
policies have shown a positive influence on self-efficacy. However, the literature mainly focused on 
teachers’ personal teaching efficacy. Therefore self-efficacy should be considered on both personal 
teaching efficacy and general teaching efficacy. 
According to the Theory of Planned Behaviour, ECTs’ engagement with inclusive practice is based 
on their intentions to engage with inclusive practice. The intentions were formed by aggregation of 
attitudes towards inclusion, subjective norms, and perceived behavioural control. The literature examined 
to what extent these three determinants influence intentions to engage with inclusive practice. Although 
attitudes towards inclusion, subjective norms, and perceived behavioural control were included in the 
previous literature, it was found that some variables were omitted. To develop a comprehensive picture of 
ECTs’ intentions to engage with inclusive practice, including all three determinants was encouraged. 
Applying qualitative studies was also suggested to gain a deeper understanding of teachers’ intentions to 
engage with inclusive practice in-depth.  
ECTs’ intention to stay in the teaching profession was also reviewed. Such variables as 
administrative support, collegial support and mentoring were considered as important for ECTs to stay in 
the teaching profession. Classroom management and meeting the needs of individual children were also 
one of the main reasons that influence ECTs’ decisions on staying in the teaching profession. From the 
literature, an assumption on the relationship between variables that impact ECTs’ career intentions and 
issues on inclusive practice has been made. However, there is very limited research conducted in this area.  
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2.9  Research Questions 
Based on the literature review and the theoretical framework of the current study, the following 
research questions were established: 
Overarching questions: To what extent is there a relationship between inclusive practice and the 
future career intentions of ECTs? 
1. What are the variables that affect ECTs’ intentions to engage with inclusive practice? 
2. What background variables influence the attitudes towards inclusion, subjective norms, and 
perceived behavioural control and in turn, affect the intentions of ECTs to engage with 
inclusive practice? 
3. What are the variables that impact on ECTs’ future career intentions? 
4. To what extent is there a correlation between ECTs’ intention to engage in inclusive 
practice and their future career intentions? 
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Chapter Three 
Methodology 
 
3.1  Introduction 
In the previous chapter, the literature review discussed research into attitudes towards inclusion, self-
efficacy, intention to engage with inclusive practice, and future career intentions. Further, methodological 
issues were synthesised from the literature, highlighting implications for the current study.  
This chapter will outline the research design, instruments, participants, data collection and data 
analysis employed to investigate the relationship between ECTs’ intention to engage with inclusive practice 
and their intentions to stay in the teaching profession within the Theory of Planned Behaviour (Ajzen, 2011). 
This chapter begins with an overview of research design of the current study. A mixed methods design, 
specifically sequential mixed methods comprising two strands, was used for the current study. First, features 
of Strand 1 will be discussed including details of the instruments used in the current study, participants, data 
collection procedures, ethical consideration, and data analysis. Strand 2 will then be discussed, including the 
instruments used in the current study, participants, data collection procedures, ethical considerations, and 
data analysis. After the discussion of Strand 2, definitions, criteria, and the process of meta-inferences of the 
survey and the interview findings will be addressed.  
 
3.2  Research Design 
The current study adopted a mixed methods design. Mixed methods research is defined as “research in 
which the investigator collects and analyses data, integrates the findings, and draws inferences using both 
qualitative and quantitative approaches or methods in a single study” (Tashakkori & Creswell, 2007, p. 4). 
Mixed methods research provides a more complete and broader understanding of research problems 
than a single method research (Tashakkori & Teddlie, 2010). Sosu et al. (2010) applied mixed-methods to 
gain a broader understanding of the effectiveness of a special and inclusive education course on attitudes of 
pre-service teachers towards inclusion at a teacher education institute in Scotland. They used a quantitative 
survey, a qualitative interview, and an open-ended questionnaire with first year pre-service teachers and final 
year pre-service teachers. They used a mixed methods design to capture different types of data so that they 
could gain deeper insights into how the program impacted on student teachers’ attitudes towards inclusion. 
Feng (2012) studied teachers’ career motivation in China and also applied a mixed methods design. Feng 
(2012) argued that individuals’ perspectives are complicated and differ depending on their experience and 
beliefs. Feng (2012) justified applying a mixed methods design by insisting there was difficulty in 
understanding individuals’ perspectives using a single methodology.  
Bradley (2016) also applied a questionnaire and semi-structured interview to examine the 
effectiveness of a newly developed peer mentoring program. He emphasised that he obtained better quality 
data by applying a mixed methods design. Shernoff, Lakind, Frazier, and Jakobsons (2015) also utilised a 
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mixed methods design to examine the effectiveness of a coaching intervention for ECTs. The reason for 
applying a mixed methods design was to undertake a more complete and comprehensive examination of their 
research questions. Like the study of Sosu et al. (2010), Feng (2012), Bradley (2016) and Shernoff et al. 
(2015), for the current study it was expected that a mixed methods design would provide an opportunity to 
capture what variables influence ECTs to engage with inclusive practice and their future career intentions. 
Teddlie and Tashakkori (2006, 2009) illustrated four different types of mixed methods designs: 
concurrent, conversion, sequential and fully integrated. A concurrent mixed methods design comprises one 
strand of quantitative methods and another strand of qualitative methods. Quantitative and qualitative data 
are collected at the same timeframe and analysed with the same weight. Then inferences are made based on 
the results from individual strands. At the end of the study, meta-inferences are made from each strand 
(Creswell & Plano Clark, 2007).  
One of the advantages of concurrent mixed methods design is that researchers are able to answer both 
confirmatory and exploratory research questions in one study as they collect quantitative data and qualitative 
data and analyse the data independently. However, a concurrent mixed methods design is difficult for 
researchers who are working alone as it requires researchers to have considerable expert knowledge in 
examining the same phenomenon separately and simultaneously using both quantitative and qualitative 
methods. When discrepant results are drawn, they may be unable to resolve or interpret these discrepancies 
to make meta-inferences (Teddlie & Tashakkori, 2006). Figure 3.1 illustrates the process of concurrent 
mixed design. 
 
 
 
Conceptualisation 
Stage 
Conceptualisatio
n Stage 
 
Experiential Stage 
(Methodological) 
Experiential Stage 
(Analytical) 
Inferential Stage 
Meta-Inference 
Experiential 
Stage 
(Methodological) 
Experiential 
Stage 
(Analytical) 
Inferential Stage 
 
Figure 3.1. Concurrent mixed design retrieved from Teddlie and Tashakkori (2006). 
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Conversion mixed methods design is a “multistrand concurrent design in which mixing of QUAL and 
QUAN approaches occurs in all components/stages, with data transformed (qualitised or quantitised) and 
analysed both qualitatively and quantitatively” (Tashakkori & Teddlie, 2003, p. 706). For example, if a 
researcher adopts a qualitative method for data collection, the researcher analyses qualitative data using a 
qualitative data analysis method. After that, the researcher transforms the data gathered from a qualitative 
method to quantitative data and analyses the data quantitatively. With a conversion mixed methods design, 
meta-inferences are possible because both quantitative and qualitative data analyses are able to be obtained 
through one type of method (Teddlie & Tashakkori, 2006). Figure 3.2 shows the process of conversion 
mixed methods design. 
 
 
 
Fully integrated mixed methods design mixes qualitative and qualitative methods over the research 
(Tashakkori & Teddlie, 2010). A mixing occurs in an “interactive or iterative manner at all stages of the 
study” (Teddlie & Tashakkori, 2009, p. 151). At each stage one method, for example, a quantitative method, 
influences the formulation of the other method, a qualitative method. “Multiple types of implementation [i.e., 
QUAL & QUAN data collection, analysis, and inference] processes occur” at each stage (Teddlie & 
Tashakkori, 2009, p. 151). This fully integrated mixed methods design is used to develop and test theory, 
intervention programs, and evaluation instruments (Tashakkori & Teddlie, 2010). Figure 3.3 describes the 
process of fully integrated mixed design. 
Conceptualisation Stage 
 
Experiential Stage 
(Methodological) 
Inferential Stage 
Experiential Stage 
(Methodological) 
 
Figure 3.2. Conversion mixed design retrieved from Teddlie and Tashakkori (2006). 
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A sequential mixed design involves “application of qualitative and quantitative methods in 
consecutive strands, with subsequent strands and questions developing out of the earlier strands” (Teddlie & 
Tashakkori, 2010, p. 310). One of the distinctive features of a sequential mixed design is that inductive and 
deductive processes co-exist in a study. Throughout these processes, both exploratory and explanatory 
research questions can be addressed (Teddlie, & Tashakkori, 2010). Thus, these processes can help in 
gaining a greater understanding of the topic of a study (Sammons, 2010). Figure 3.4 illustrates the process of 
sequential mixed design.  
Feng (2012) applied a sequential mixed design to investigate teachers’ career motivation. A survey 
was implemented first then the case study was utilised. Feng (2012) emphasised the use of a sequential 
mixed design as the study was about describing and exploring teachers’ career motivation in China. 
LoCascio, Smeaton, and Waters (2016) also applied a sequential mixed design to explain and explore the 
impact of an induction program on teachers’ decision to stay in the profession in north-eastern New Jersey. 
Survey (n = 53) was implemented then the interview (n = 6) was conducted. They used a sequential mixed 
design because they wanted to gain results for both explanatory and exploratory research questions.  
Conceptualisation Stage 
 
Conceptualisation 
Stage 
Experiential Stage 
(Analytical) 
 
Experiential Stage 
(Methodological) 
Experiential Stage 
(Analytical) 
Inferential Stage 
Meta-Inference 
Experiential Stage 
(Methodological) 
 
Experiential Stage 
(Analytical) 
 
Inferential Stage 
 
Figure 3.3. Fully integrated mixed design retrieved from Teddlie and Tashakkori, 2006 
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Challenging behaviour, classroom management, and meeting diverse learning needs of students are 
issues that influence the engagement in inclusive practice and ECTs’ decision to stay in the teaching 
profession (Buchanan et al., 2013; Fantilli & McDougall, 2009). However, very limited research has been 
conducted in this area to confirm whether issues on engaging with inclusive practice are related to the issues 
of ECTs’ future career intentions. Thus, in the current study, the researcher decided to utilise a survey 
designed to obtain a trend of the relationship between ECTs’ intentions to engage with inclusive practice and 
their future career intentions in the first strand. Although a survey design is beneficial to obtain a trend in a 
big sample compared with qualitative methods, it can be difficult to understand the reasons behind the results. 
To understand the results drawn from the survey, a qualitative method was utilised in Strand 2. Based on 
types of mixed methods designs by Teddlie and Tashakkori (2006, 2009), a sequential mixed design was 
used in the present study. 
The study comprised two strands as shown in Figure 3.5. Strand 1 is a quantitative (QUAN) strand. A 
survey was implemented to ascertain the relationship between ECTs’ intentions to engage with inclusive 
practice and their intentions to stay in the teaching profession. A survey design is well suited to gain data 
about individuals’ opinions, attitudes, or practice (Nardi, 2006) and to gain trends in particular populations 
(Creswell, 2008). Compared to other data collection methods such as observation, data collection from 
surveys is relatively inexpensive and allows for a wide range of participants to be involved. Through this 
strand, it was expected to gain trends in the relationship between ECTs’ intentions to engage with inclusive 
practice and their future career intentions.
Conceptualisation Stage Conceptualisation 
Stage 
 
Experiential Stage 
(Methodological) 
Experiential Stage 
(Analytical) 
Inferential Stage 
Meta-Inference 
Experiential Stage 
(Methodological) 
 
Experiential Stage 
(Analytical) 
 
Inferential Stage 
 
Figure 3.4. Sequential mixed design retrieved from Teddlie and Tashakkori, 2006 
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Inferences from 
interviews 
Meta- inferences drawn from all data 
sources 
Figure 3.5.  An overview of the research design in the current study, showing the two strands and 
elements within strands. 
Conducting 
Survey 
Analysing 
Survey 
 
Inferences from results of 
survey 
Recruiting interview 
participants to the 
current study 
Conducting interviews 
Analysing interviews 
Strand 1 
QUAN: Survey 
Strand 2 
Qual: Interview 
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Strand 2 was a qualitative (Qual) strand. Semi-structured interviews were adopted in the current study. 
Semi-structured interviews offer the researcher to obtain a more complete picture and detailed information of 
what happened in a program and why (Boyce & Neale, 2006).  Interview questions were established based 
on inferences drawn from the survey in Strand 1. Throughout Strand 2, it was expected to obtain information 
that would provide a deeper understanding of the results from the survey. From the following sections, more 
detailed information of Strand 1, Strand 2 and meta-inferences will be discussed.  
 
3.3 Strand 1: Survey 
A survey is “procedures in quantitative research in which investigators administer a survey to a sample 
or to the entire population of people to describe the attitudes, opinions, behaviors, or characteristics of the 
population” (Creswell, 2008, p. 388). A survey design is well suited to obtain data about individuals’ 
opinions, attitudes, or practice. Also, it is possible to gain access to a large sample size by using a survey. 
Thus, the results from a survey can be more readily generalised to a particular population (Cohen, Manion, & 
Morrison, 2011; Creswell, 2008; Nardi, 2006). Compared to other data collection methods such as interviews 
and observations, data collection from surveys is relativity inexpensive and is not time consuming (Nardi, 
2006; Ponto, 2015). In the current study, a survey was implemented to ascertain the relationship between 
ECTs’ intentions to engage with inclusive practice and their intention to stay in the teaching profession. 
Further, it was expected to highlight trends in the relationship between ECTs’ intentions to engage with 
inclusive practice and their future career intentions.  These trends would then be used to inform Strand 2.  
A Likert scale is commonly used to measure attitude or opinion in surveys (Cowles & Nelson, 2015; 
Privitera, 2016). Mahat (2008) developed a questionnaire using a Likert scale to measure teachers’ attitudes 
towards inclusion. He insisted that using a Likert scale in the questionnaire helped respondents moderate 
their opinions by giving options to choose between. The current study used a Likert scale to examine ECTs’ 
attitudes towards inclusion, self-efficacy, school support, subjective norms, and their intention to stay in the 
teaching profession and to engage with inclusive practice.   
When developing surveys with a Likert scale, there is an agreed opinion that 5 to 10 point scales best 
capture participants’ opinions (Allen & Seaman, 2007). A 7-point scale is recommended more than any other 
point scale. The 7-point scale has been shown to reach the ‘upper limits’ of reliability of the scale (Allen & 
Seaman, 2007, p.64). A study of Lozano, Carcia-Cueto, and Muniz (2008) drew the same conclusion. They 
examined the effect of the number of Likert scale response categories on the validity and reliability of the 
scale. A total of 30 items was simulated with correlations from 0.2 to 0.9. They also simulated sample size 
50, 100, 200 and 500 and response categories from two to nine. The results showed that as the response 
categories increased, reliability and validity rose. Reliability and validity of less than four response 
categories decreased while validity and reliability of more than seven response categories scarcely increased 
within the same sample size (Lozano et al., 2008). As utilised in the study by Lozano et al. (2008), to 
maximise reliability and validity, the 7-point Likert scale was applied when developing the survey for the 
current study.  
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Using a midpoint in a Likert scale is also debated amongst researchers (Cowles & Nelson, 2015). 
Some researchers argue that a midpoint in a questionnaire may cause distortion in the results. By removing a 
midpoint this distortion may be reduced (Garland, 1991). However, removing a midpoint may force 
respondents to choose a stand which respondents may not want to choose instead of remaining neutral (Allen 
& Seaman, 2007), possibly reducing the reliability of the scale (Little, 2015). It has been shown that the 
reliability of studies that include a midpoint response is not significantly different from the results of studies 
that do not contain such an option (Leung, 2011). Further, by increasing the number of response categories, 
the impact of using a midpoint may be reduced (Weems & Onwuegbuzie, 2001). For this reason, a midpoint 
was used in the current study. 
Oftentimes, surveys need to offer a ‘don’t know’ response category for those respondents who are not 
able to answer questions (Dillman, Smyth, & Christian, 2009). Luskin and Bullock (2011) compared results 
between surveys including a ‘don’t know’ response and those not including a ‘don’t know’ response in a 
close-ended survey with regard to the level of the public’s political knowledge. The result revealed that not 
including a ‘don’t know’ response increased participants’ guessing the answers than those including a ‘don’t 
know’ response (5.7% and 2.8% respectively). In the current study, levels of experience and engagement of 
ECTs with inclusive practice were different. For example, not all ECTs who participated in the survey had 
experience in teaching students with SEN. It was assumed that if ECTs had no experience or engagement 
with inclusive practice, they would not provide precise answers to questions asking about their experience or 
engagement with inclusive practice. Therefore, a ‘don’t know’ option was used in the current study.  
A web questionnaire and a paper questionnaire for different respondents were implemented in the 
current study. Mixing more than one mode at the stage of contacting the sample or collecting data is called 
mixed-mode survey designs (Dillman et al., 2009). Using different types of survey mode for the different 
respondents in the same data collection period allows researchers to increase the response rate of the survey.  
Greenlaw and Brown-Welty (2009) compared response rates of a mixed-mode survey, mail survey, 
and online survey to investigate which mode received higher response rates. The participants were divided 
into three groups. Group 1 received an online survey. Group 1 received the survey invitation and follow-up 
messages about the survey via email. Group 2 received a paper survey. They received the survey invitation 
and follow-up messages via the United States Postal Service. Group 3 received the survey invitation through 
the Internet and the United State Postal Service. Participants in Group 3 were able to complete either the 
online survey or paper-based survey according to preference. Follow-up reminders were sent through the 
United State Postal Service and an email address was included so that participants were able to email 
researchers for an additional copy of the survey. The response rate of Group 1 was 42.3%, while for Group 2 
it was 52.46%. The mixed-mode survey response rate was 60.27% and the largest response rate compared to 
the mail survey and online survey.  
An experimental study by Borkan (2010) also showed using a mixed-mode survey increased the 
response rate. A sample size of 1,500 teachers was selected randomly from 21 Ohio secondary and high 
school classroom teachers in the United States of America. One thousand five hundred (1,500) teachers were 
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randomly placed into two different groups. Group 1, called the mail group, received a survey in the mail.  
Those participants who completed and returned the paper survey received a follow-up message through the 
Internet. In the message, a request to complete the survey online was given. Survey questions in the online 
survey and mail survey were the same. Group 2, called the web group, received an invitation to complete the 
online survey. A follow-up message to those who did not complete the online survey was sent through the 
mail. Non-respondents in Group 2 were asked to complete the paper survey in the follow-up message. A total 
of 627 teachers participated in the study. A total of 252 participants participated in Group 1 while a total of 
275 respondents participated in Group 2. The response rate of Group 1 was 44.29% when only the mail 
survey was implemented. The response rate of Group 1 increased by 13.94% after being asked to participate 
in the online survey. In Group 2, the initial response rate was 21.38%, before being asked to participate in the 
mail survey. At this point the response rate increased to 66.19 %. To increase the response rate in this current 
study, it was decided to use of a mixed-mode survey for data collection.  
Another reason that researchers use mixed-mode surveys is its economic advantages. When using 
different survey modes during the same data collection period for different respondents, sometimes the 
researcher reduces data collection costs (Dillman, Smyth, & Christian, 2014). Tobin, Thomson, 
Radhakrishna, and LaBorde (2012) implemented a mixed-mode survey to evaluate programs about on-farm 
food safety. They adopted a mixed-mode survey as the costs of data collection were lower. They gathered 
students’ mailing and email addresses during workshops. Initial contact was conducted through the mailing 
or email addresses based on students’ stated preference. Students who provided a mailing address only were 
mailed and asked to complete a paper questionnaire. Students who provided an email address were asked to 
complete a web questionnaire. After the initial data collection, researchers mailed the questionnaire out to 
non-respondents. Then they implemented a telephone follow-up to encourage non-respondents to complete 
the paper questionnaire. The researchers were able to save approximately $250 by reducing the number of 
mail questionnaires yet they were able to maintain around a 70% response rate. As the current study was 
self-funded research, one of the primary considerations was to keep the costs of the survey low.  Hence, a 
mixed-mode survey strategy was used as part of the current study.  
 
3.3.1 Instrument.  The questionnaire to be used in the current study was designed to fit the theoretical model 
posed. The questionnaire consisted of seven sections: background, subjective norms, school support, attitude 
towards inclusive education and intention, self-efficacy, and future career intentions.  
In the background section (Section 1), participants were asked to provide personal information. This 
included age, gender, highest degrees, completion of a course or unit of study in special and inclusive 
education, undertaking of further study, receiving professional development in the area of students with 
special education needs, participating in a school induction program, employment arrangement, school sector, 
postcode, the percentage of students with SENs in their school, Year level, number of students in their class, 
students with special education needs in their current class and students with special education needs in their 
previous experience. 
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Section 2 of the survey addressed subjective norms and was developed by the researcher as there were 
no measurement instruments that would fit with this feature of the study. As mentioned in the previous 
chapter, most other measurement tools that sought to understand subjective norms in the previous literature 
focused on principals (e.g., Kuyini & Desai, 2007; MacFarlane & Woolfson, 2013). However, the current 
study aimed to gauge ECTs’ opinions about referent people, including school colleagues, a principal, parents 
of students, mentors, and learning support teachers. Thus, Section 2 was designed to gauge ECTs’ opinions 
about what referent people think about ECTs engagement with inclusive practice. Survey items for Section 2 
were developed based on the guidelines written by DeVellis (2003). DeVellis (2003) suggested five steps for 
developing questionnaires: (1) setting out the underlying theory and the purpose of the questionnaire 
development; (2) developing item pools; (3) establishing scale measurement survey items; (4) reviewing and 
modifying item pools; and (5) conducting a pilot study for the item evaluation.  
In the first step, DeVellis (2003) recommends establishing a clear underlying theory and what needs to 
be measured before developing the survey (DeVellis, 2003). In the current study, the Theory of Planned 
Behaviour (Ajzen, 2011) as described in Chapter one was used as the underlying theory. ECTs’ opinions 
about referent people’s opinions about ECTs engagement with inclusive practice was a goal for the 
questionnaire development for Section 2. Secondly, an item pool for Section 2 was generated (DeVellis, 
2003) based on the purpose of Section 2. A pool of 25 potential items was generated based on the literature 
review, government documents and available questionnaires, and underpinned by the Theory of Planned 
Behaviour. The literature review, government documents and available questionnaires were focused on the 
principles of inclusion. According to DeVellis (2003), developing an item pool based from various sources 
helps enhance the content validity of the survey. An example of the included items was “the school 
executives expect me to meet the educational needs of students with SENs in my class”. This item was based 
on the literature and legislation which indicate that every teacher in regular schools needs to meet the 
educational needs of students, including students with SENs (e.g., the Disability Discrimination Act, 
Commonwealth Government, 1992; the Disability Standards for Education, Commonwealth Government, 
2005; John et al., 2014).  
After developing an item pool, a scale of measurement was established (DeVellis, 2003). A 7-point 
Likert-type scale was used: from ‘to an extremely small extent (1)’ to ‘to an extremely large extent (7)’. 
After that, two experts in the area of special and inclusive education reviewed the pool of items. Reviewing 
the pool of items by experts helps improve the content validity of the survey (DeVellis, 2003). In their 
feedback, the experts suggested items not focus on a specific person. Thus, items were modified based on 
this suggestion. Questions were adjusted and wording was refined to ‘the following people’ instead of 
mentioning a specific person such as ‘school executives’. The following people in the survey were a school 
principal, a mentor, school colleagues, a learning support teacher, and parents of students with SEN. Table 
3.1 shows an example of items for Section 2. A pilot study for evaluation of items in Sections 2 and 3 was 
undertaken and is discussed in the following paragraphs. After the pilot study, a total of five items was 
chosen for the Section 2. 
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Table 3.1 
An Example of Items for Section 2 
In my experience, the following people expect me to encourage students with special education needs for 
social activities. 
1 School principal 1 2 3 4 5 6 7 DK 
2 Mentor 1 2 3 4 5 6 7 DK 
3 School colleagues 1 2 3 4 5 6 7 DK 
4 Learning support teacher 1 2 3 4 5 6 7 DK 
5 Parents of students with SEN 1 2 3 4 5 6 7 DK 
 
To an 
Extremely 
Small Extent 
1 
To a Very 
Small 
Extent 2 
To a Small 
Extent  3 
To a 
Moderate 
Extent  4 
To a Large 
Extent  5 
To a Very 
Large 
Extent 6 
To an 
Extremely 
Large 
Extent 7 
Don’t 
Know 
 DK 
 
Section 3 was also developed specifically for the current study. The purpose of Section 3 was to better 
understand the nature of school support structures as existing surveys failed to adequately describe the 
support structures in schools (e.g., Ahmmed, 2013). The items for Section 3 were also developed based on 
the guidelines written by DeVellis (2003). Like Section 2, the theory underlying Section 3 was the Theory of 
Planned Behaviour (Ajzen, 2011). For Section 3, an item pool of 21 potential items was generated based on 
the previous literature, government documents and available questionnaires. An example of an item is: “My 
school colleagues share their expertise in addressing disruptive behaviour of students”. This item was 
developed based on the literature. Managing students’ disruptive behaviour was one of the most challenging 
experiences teachers encounter when engaging with inclusive practice. The literature indicated that support 
from school colleagues was helpful (Ahmmed, 2013; Ahmmed, et al., 2012). 
After developing an item pool, a scale of measurement survey items was established (DeVellis, 2003). 
Like Section 2, a 7-point Likert-type scale was used: from ‘to an extremely small extent (1)’ to ‘to an 
extremely large extent (7)’. Then, two experts in the area of special and inclusive education reviewed the 
pool of items. The pool of items was modified and an additional two items added based on their 
recommendations. A phrase like ‘my school colleagues’ was changed to ‘the following people’ and 
‘addressing disruptive behaviour of students’ was changed to ‘managing challenging behaviour of students 
with special education needs’. Items added were: ‘The school principal is supportive in my professional 
development to manage students with disruptive behaviour’, and ‘The time I am required to spend teaching 
in the classroom has been reduced’. A total of seven items referring to school support to engage with 
inclusive practice was included in the survey. 
After item pools for Section 2 and Section 3 were developed, a pilot study was conducted. After 
ethics approval from the University of Sydney was obtained for the current study, the items for the pilot 
study were distributed to primary ECTs working in the Sydney metropolitan area. A snowballing sampling 
was used to recruit participants. Snowballing sampling is “the researcher asks participants to identify others 
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to become members of the sample” (Cresswell, 2008, p. 155). Snowball sampling is advantageous to recruit 
a large number of survey participants (Cresswell, 2008). Also, participants were asked to make any 
comments with regard to the survey items to discern if any change was needed.   
A total of 30 completed surveys were returned and reviewed. There was one participant’s comment 
regarding to wording. In Section 2, the phrase ‘to adjusting classroom environment’ was changed to ‘to 
adjust classroom environment’. After that, the returned surveys were coded and entered into the SPSS 21 to 
establish the internal consistency reliability of the items. SPSS 21 is a computer software program that 
allows researchers to perform statistical analysis functions with quantitative data (Pallant, 2016). Internal 
consistency refers to “the degree to which the items that make up the scale are all measuring the same 
underlying attribute” (Pallant, 2016, p. 6). Internal consistency is necessary when instruments have multiple 
items to measure the same construct.  Cronbach’s alpha is one of the methods to measure internal 
consistency and is the most commonly used indicator. Cronbach’s alpha measures “the extent to which item 
responses correlate with each other’ (Shelby, 2011, p. 142). When considering an acceptable value of 
Cronbach’s alpha, an alpha above 0.7 is considered acceptable. However, an alpha above 0.8 is preferable 
(Pallant, 2016).  
Issues surrounding the use of Cronbach’s alpha as the sole reliability test have been discussed in the 
literature (Pallant, 2016). The most commonly discussed issue is that the number of questions in the survey 
impacts the reliability when using Cronbach’s alpha (Pallant, 2016; Shelby, 2011). In other words, if the 
number of survey questions increases, the reliability is likely to increase. If Cronbach’s alpha is lower than .5, 
it is suggested to report the mean of inter-item correlation. If the result of the inter-item correlation is from .2 
to .4, the survey is considered acceptable (Pallant, 2016).   
Although there is controversy over the use of Cronbach’s alpha to establish internal consistency, it is 
widely used in current practice. Cronbach’s alpha also provides the “average degree of interrelatedness” 
(Sijtsma, 2009, p. 114) and thus it was considered suitable to measure reliability for the survey. The 
Cronbach’s alpha reliability coefficient for Section 2 was .945 and for Section 3 was .975. Since the 
Cronbach’s alpha reliability coefficients for Section 2 and Section 3 were above .8, it was decided to use the 
items, with minor adjustments, in the current study.  
Section 4 was designed to investigate the opinion of participants about inclusive education and their 
intention when it comes to educating students with SEN in their classroom. Teachers’ opinion subscales in 
the Survey of Teacher’s Opinions Relative to the Inclusion of Special-needs Children in Mainstream Settings 
(STORISC: Avramidis, Bayliss, & Burden, 2000) were adopted and modified to examine ECTs’ opinion 
about inclusive education. Wording like, ‘the child with special needs’ was replaced by ‘students with SEN’. 
Wording like, ‘an ordinary classroom’ was replaced by, ‘a regular classroom’. The original STORISC uses a 
five point Likert scale from ‘strongly disagree (1)’ to ‘strongly agree (5)’. For the current study, the Likert 
scale was change from five to seven based on the suggestion from the literature discussed above. A 7-point 
Likert scale of the current study was from ‘strongly disagree (1)’ to ‘strongly agree (7)’.  
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When asking respondents to complete a survey, there may be respondents who will participate but are 
not particularly interested. They do not pay attention and may not respond honestly. To prevent this, 
researchers created questions with negative wording (DeVellis, 2003). When analysing data, reverse coding 
needs to be addressed when there are  negatively worded items in the questionnaire, with the scale worded 
from negatively (e.g., ‘strongly disagree (1)’) to positively (e.g., ‘strongly agree (5)’). Reverse coding needs 
to be completed before conducting analysis. If the scale is worded from negatively to positively, a high score 
of negatively worded items indicates low optimism. Thus the researcher makes sure ‘high scores indicate 
high levels optimism’ with the scale worded from negatively to positively, (Pallant, 2016). When doing 
reverse coding with the scale worded from negatively to positively, the first step is finding items that are 
negatively worded. Then the researcher reverses scores of negatively worded items from ‘strongly agree (1)’ 
to ‘strongly disagree (5)’.  
In the STORISC (Avramidis et al., 2000), there are five items that needed to be reverse coded, 
including: (1) “the needs of students with special needs are best served through special, separate classes”; (2) 
“The child with special needs will probably develop academic skills more rapidly in a special classroom than 
in a regular classroom”; (3) “the contact ordinary-class students have with included students may be 
harmful”, (4) “inclusion is likely to have a negative effect on the emotional development of the child with 
special needs” and (5) “the child with special-needs will be socially isolated by other students”. In the 
STORICS, Avramidis et al. (2000) did reverse coding on these items from ‘Strongly Agree (1)’ to ‘Strongly 
Disagree (5)’. Thus, a high score on these items represents positive attitudes towards inclusion. Then the 
Cronbach alpha reliability coefficient of teachers’ opinion subscales was obtained. The Cronbach alpha 
coefficient was .80 (Avramidis et al., 2000).  
In the current study, reverse coding on the five items above was required as well; reverse coding was 
done from ‘Strongly Agree (1)’ to ‘Strongly Disagree (7)’. The Cronbach alpha reliability coefficient of 
teachers’ opinion subscales for the current study was .824.  
The intention construct in Section 4 was established using subscales from the Multidimensional 
Attitudes toward Inclusive Education Scale (MATIES: Mahat, 2008).  Items within the MATIES were 
adopted and the wording of questions altered to better suit the purpose of the study. In the survey, for 
example, the item (Mahat, 2008), “I am willing to adapt my communication techniques to ensure that all 
students with an emotional and behavioural disorder can be successfully included in the regular classroom” 
was replaced by “I am willing to support behaviour of all students including students with SEN”. “I am 
willing to physically include students with a severe disability in the regular classroom with the necessary 
support” was replaced by “I am willing to collaborate with other teachers for teaching students with SEN.” 
The changes were made as the original survey questions did not adequately meet the principles of inclusive 
education used for this study. The Cronbach alpha reliability coefficient for the intention subscale was .91 
(Mahat, 2008). To measure ECTs’ intentions to engage with inclusive practice, two additional items were 
included: to address adjustments in instructional strategies (Q.19) and legislation about inclusive education 
(Q.20). Question 19 is “I am willing to adjust my teaching strategies to allow all students to participate in 
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school work”. Question 20 is “I am willing to support the provision of education to meet the diverse 
educational needs of each student in regular classrooms”. These two items were considered as important 
elements of inclusive education practice within the context of this current study. 
Section 5 was designed to examine ECT’s self-efficacy in working in an inclusive education setting. 
The TSES (Tschanne-Moran & Woolfolk Hoy, 2001) was adopted to examine ECTs’ self-efficacy. The 
TSES measures personal teaching efficacy and general teaching efficacy. The TSES examines teachers’ 
capability of instructional strategies, student engagement and classroom management. An example of an 
instructional strategies question is, “To what extent can you craft good questions for your students?” An 
example of a student engagement question is, “How much can you do to motivate students who show low 
interest in school work?”. An example of classroom management is, “How well can you establish a 
classroom management system with each group of students?” The Cronbach alpha reliability coefficient of 
the TSES was .90 (Tschanne-Moran & Woolfolk Hoy, 2001).  
Section 6 examined ECTs’ feelings about inclusive education; the emotional rating subscale in the 
STORISC (Avramidis et al., 2000) was adopted. The emotional rating subscale consisted of bipolar 
adjectives. There are two categories in the emotional rating subscale: (1) students with a severe learning 
difficulty (e.g., a student with Down syndrome, Autism, or cerebral palsy); and (2) students with emotional 
and behavioural difficulties (e.g., a student with ADHD, severe disruptive behaviour, or excluded from other 
schools because of their deviant behaviour). Under each category, there are seven items and each item 
consists of adjectives describing teachers’ feelings such as ‘Uncomfortable’-‘Comfortable’, ‘Negative’-
‘Positive’, ‘Unconfident’-‘Confident’ etc. The Cronbach alpha reliability coefficient reported by Avramidis 
et al. (2010) was .85.  
Section 7 was designed to gauge future career intentions and the reason behind these intentions. 
Section 7 was adopted from a Teacher Survey in Staff in Australia’s Schools 2013 (SiAS: McKenzie et al., 
2014) and modified. An item in the SiAS regarding satisfaction with their current job as a teacher was 
adopted and modified to, “Overall, how satisfied are you with your current job as a teacher?”. The 4-point 
Likert scale was changed to a 7-point Likert scale from ‘to an extremely small extent (1)’ to ‘to an extremely 
large extent (7)’.  
To examine future career intentions, a question in the SiAS was modified. Question 42 in the SiAS 
was, “Do you plan to leave teaching permanently prior to retirement?” The modified question for this survey 
was “How likely are you to still be a teacher in any school in 5 years?” To examine reasons behind future 
career intentions of ECTs, question 47 in the SiAS was adopted and modified. For example, in the SiAS, “I 
never intended teaching to be a long-term career” was changed to “Teaching as a long term career”. “I have 
found that I am not suited to teaching” was changed to “I am suited to teaching”. “Emotional isolation” was 
added to the survey of the current study. This is because emotional isolation was considered as one of the 
reasons that affects ECTs’ future career intentions (e.g., Buchanan et al., 2013). Table 3.2 summarises 
description of sections of the survey for this study.  
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Table 3.2  
Summary of Sections, Content and Sources for Developing the Survey  
Sections Content Name of Survey Adopted 
Section 1 Personal information  
Section 2 An ECT’s opinion about school staff’s 
expectation with relation to ECTs engaging 
with inclusive practice 
Developed for the current study 
Section 3 School support for ECTs to engage with 
inclusive practice 
Developed for the current study 
Section 4 Attitude towards inclusion and intentions to 
engage with inclusive practice 
STORISC (Avramidis et al., 2000) 
MATIES (Mahat, 2008) 
Section 5 Perceived behavioural control TSES (Tschanne-Moran & 
Woolfolk Hoy, 2001) 
Section 6 ECTs’ feeling about engaging with inclusive 
practice 
STORISC (Avramidis et al., 2000) 
Section 7 ECTs’ future career intentions SiAS (McKenzie et al., 2014) 
 
3.3.2  Participants. To obtain a sample that minimised sample error, it was necessary to classify 
the sample population, sample frame and sample methods (Dillman et al., 2009). The first step in selecting a 
sample is to define the survey population. Survey population refers to all of the elements such as individuals 
or organisations that a researcher wants to generalise survey findings (Dillman, et al., 2009). The study 
population was ECTs within the Sydney metropolitan area.  This area was chosen to assist making the 
recruitment manageable. That is, a concerted effort was made to recruit ECTs through direct contact with 
schools, and focusing on areas within the Sydney metropolitan areas where ECTs tend to be located (e.g., 
Sydney south-west, west). This focus would not have been readily available if recruiting teachers from 
outside the metropolitan Sydney area. 
Choosing ECTs from the Sydney metropolitan area provided opportunities to engage ECTs working 
in a diverse range of demographic areas. It was proposed that schools in this area would pose the range of 
issues that had been identified in the previous literature as possible stressors for ECTs (e.g., challenging 
behaviour, social disadvantage) due to the diverse student population (Burridge, Buchanan, & Chodkiewicz, 
2009).  
There are over 5,000 education graduates each year in NSW (NSW Teachers Federation, 2013), in 
both secondary and primary education. Although NSW Teachers Federation (2013) reported the estimated 
number of graduates from initial teacher education programs, there was no published data available with 
regard to the number of graduates from initial teacher education programs – primary education. Also, no 
published data was available on the number of ECTs employed at primary schools in the Sydney 
metropolitan area. Thus the estimation of the sample size relied on the assumption from the data open to the 
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public such as the SiAS (McKenzie et al., 2014). Based on the SiAS, 20.4% of primary ECTs worked in the 
metropolitan area. If the number of primary education graduates was assumed to be 2,500 per year, the 
approximate number of the survey population was 500 per year in the Sydney metropolitan area. The 
participants in the current study were ECTs who had teaching experience of five years or less. Thus, the 
approximate population of the current study was 2,500. 
After the survey population was established, the sample frame needed to be considered. The sample 
frame is a list of the survey population (Groves, Fowler, Couper, Lepkowski, Singer, & Tourangeau, 2009). 
The sample frame of the study was the list of teachers who were in the first five years of teaching at primary 
schools in the Sydney metropolitan area. The researcher was unable to obtain a list of primary ECTs working 
at primary schools in the Sydney metropolitan area for the current study. This was because the name, contact 
details, and email addresses of the primary ECTs working at primary schools in the Sydney metropolitan 
area is confidential and not available to the public. The researcher was able to obtain only a list of primary 
schools in the Sydney metropolitan area through public domain sources and general contact details for each 
school. The researcher planned to contact ECTs through their principal.  
Next, the sample was drawn based on a sample frame. The sample represents the survey population, 
and consists of those invited to partake in the survey. The sample size can be the same as the survey 
population or smaller than the survey population. If the size of the sample is smaller than the survey 
population, the completed sample size needs to be determined as it affects the precision of the survey results 
(Dillman et al., 2009). The sample size can be flexible depending on the method of analysis, subgroups of 
the survey population or available funding than strictly rely on the sample size equation (Dillman et al., 
2009).  
𝑁𝑠 =
(𝑁𝑝)(𝑝)(1 − 𝑝)
(𝑁𝑝 − 1)(𝐵 𝐶⁄ )2 + (𝑝)(1 − 𝑝)
1 
 
The approximate sample for the current study was 334 with a ±5% margin of error, with a confidence 
level set at 95% and a 50/50 split. The sample size was an approximated size as there was no way to obtain 
precisely the number of survey population. 
Nonresponse rates should be considered when the sample is drawn. Generally, 20-30% of a sample 
complete and return the survey immediately (Nardi, 2006). Thus, to minimise nonresponse rates, all 
principals in primary schools in the Sydney metropolitan area were contacted and asked for their permission 
to distribute the survey to ECTs in their schools. However, getting contact with ECTs proved to be difficult 
                                                     
1
 𝑁𝑠 = the 𝑐𝑜𝑚𝑝𝑙𝑒𝑡𝑒𝑑 sample size needed for the desired level of precision.  
𝑁𝑝 =  the size of the population 
p = the proportion of the survey population expected to choose one of the two response categories  
B = margin of error (i.e., half of the desired confidence interval width): .03 = ±3% 
C = Zscore associated with the confidence level (1.96 corresponds to the 95% level) 
 
(Source: Adopted from Dillman, Smyth & Christian (2009) p. 56) 
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as a number of principals declined the invitation to conduct this study at their schools due to the business of 
the school, participation in other research projects, and a declaration that no ECTs worked at their school.  
A total of 87 ECTs participated in the survey. Eighty-two (82) participants completed the on-line 
survey and five participants completed a paper survey. Eight surveys were withdrawn from the data analysis 
because the survey had not been completed. Therefore, 79 completed surveys were used for analysis.  The 
implications of this low return rate will be discussed in the Discussion chapter Six.  
 
3.3.3  Data collection procedure. To collect data, research approval from the University of 
Sydney was required. Also, research approvals from the New South Wales Department of Education and 
Dioceses of Catholic Schools were required as the participants of this research were early career primary 
teachers in all schools in the Sydney metropolitan area. 
First, an ethics application at the University of Sydney was submitted and approved. After ethics 
approval from the University of Sydney, applications for approval to conduct research were  submitted to the 
New South Wales Department of Education (i.e., SERAP), Diocese of Broken Bay, Diocese of Sydney, 
Diocese of Wollongong, and Diocese of Parramatta. Research approvals from SERAP, Diocese of Broken 
Bay and Diocese of Parramatta were received. Invitations to participate in the study were also sent to the 
respective principals of all independent schools within the Sydney metropolitan area.   
The Diocese of Sydney declined the request to conduct the research in their schools, and so these 
schools were not included.  All approvals to conduct research are shown in Appendices A, B, C, and D. The 
researcher sent survey invitations to a total of 915 primary schools and only 24 primary schools agreed to 
participate in the survey. 
An invitation email was sent to all participating schools via their administration contact email address. 
The request asked the principal’s permission for ECTs to participate in an online survey. In the instance that 
the principal gave approval for ECTs in their schools to participate, they were asked to forward the invitation 
to these teachers to all public schools in the Sydney metropolitan area, Catholic primary schools in Diocese 
of Parramatta, Broken Bay and independent primary schools from July. A reminder email was sent to 
schools (attention the principal) a week after the initial invitation email was sent. A second reminder email 
was sent a week after the first reminder email was sent. A reminder email was not sent out if the principal 
had declined the invitation for their school to participate in this study.  
In the email, a brief explanation of the current research was provided. Participant Information 
Statement for Early Career Teachers, and Principals, Participant Consent Form for Principals, copies of 
research approval letters and the survey were attached in the email. Invitation email, PIS for Early Career 
Teachers, and Principals, PCF for Principals, research approval letters and survey are in Appendices A, B, C, 
D, I, J, K, and O.  
Ethical consideration was explained in the Participant Information Statement for Early Career 
Teachers and Principals. Specifically, it explained that the questionnaire was anonymous so that no 
participants could be identified through their responses. The respondents were informed that submitting a 
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completed survey indicated the respondents’ consent to participate in the current study. If potential 
participants did not wish to be part of the study, they were thanked for their time and instructed not to submit 
a survey. The respondents were informed that the data would be stored securely and their information would 
be kept strictly confidential. 
An option for completing a paper survey was also offered in the invitation email. When an ECT 
requested a paper survey, the survey was mailed to a nominated address (e.g., school address). Email 
invitations were completed in September. Through email invitations, 66 online responses and three paper 
responses were collected in the initial recruitment round.  
Since the response rate was very low, an additional recruitment attempt was mounted. The Teachers 
Federation and NSW Board of Studies Teaching and Educational Standards were asked to help distribute the 
survey. Snowball sampling was implemented to increase response rate as well. Through snowball sampling, 
another 36 responses were collected. Among them, 26 respondents completed the online survey and two 
completed a paper survey. Eighty seven (87) surveys were returned. Eight surveys were withdrawn due to 
incompletion. A total of 79 responses were used for analysis. 
 
3.3.4  Analysis.  SPSS 21 was used to analyse the survey data. After data collection, online survey 
data were downloaded into SPSS 21. Paper surveys were coded and entered onto SPSS 21. Before analysing, 
a ‘codebook’ was created (Pallant, 2016, p. 11). A ‘codebook’ includes “defining and labelling each of the 
variables” and “assigning numbers to each of the possible responses” (Pallant, 2016, p. 11). Demographic 
information questions were from question one to seventeen. These questions were coded from one upwards. 
For example, concerning gender, male was coded as 1 and female was coded as 2.  
From question 18 to 131, a code number was designated from one to seven. The higher the value given 
by the respondent, the more positive the respondent was towards the topic. For example, when asked about 
school support and the response was six, the respondent had a more positive response toward the extent of 
support from the school.  
Some of the data in the survey needed to be reverse-coded for analysis. In Section 4 in the survey, 
items that indicated negative attitude towards inclusion were question one, five, six, nine and ten. The six 
items were reverse-coded: To an Extremely Large Extent-1, To a Very Large Extent-2, To a Large Extent-3, 
To a Moderate Extent-4, To a Small Extent-5, To a Very Small Extent-6, and To an Extremely Small Extent-
7.   
Before conducting analysis for the current study, a reliability test was done. Cronbach alpha reliability 
coefficient was used for the reliability test. As shown in Table 3.3, the reliability of each section was above 
0.8. This indicates the survey was reliable. Once the reliability was established, analyses were undertaken. 
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Table 3.3 
Cronbach Alpha of Each Section 
 
  
Cronbach's 
Alpha 
School support .966 
Attitude towards inclusion .915 
Subjective norms .944 
Perceived behavioural control .895 
Intention to engage with inclusive 
practice 
.913 
 
Multiple regression analysis and PROCESS analysis methods were used within SPSS 21. Multiple 
regression analysis refers to an “extension of simple regression in which an outcome is predicted by a linear 
combination of two or more predictor variables” (Field, 2013, p. 880). In the current study multiple 
regression analysis was used to examine: (1) the impact of attitude towards inclusion, subjective norms and 
perceived behavioural control on ECTs’ intentions to engage with inclusive practice; and (2) the impact of 
past experience with educating students with SENs, school support and perceived behavioural control on 
ECTs’ intentions to stay. Detailed information on using multiple regression analysis is included in Chapter 
Four. 
The second analysis method used was PROCESS. PROCESS is an analysis program to examine the 
effect of independent variable(s) on a dependent variable through a mediator. Detailed information on using 
PROCESS is provided in Chapter Four.  
 
3.4 Strand 2: Interview 
Interviews were utilised to obtain more detailed information regarding ECTs’ experience with 
educating students with SENs and their intentions to stay in the teaching profession. Interviews are an 
appropriate research method when more detailed information is needed regarding to “what the person has 
experienced, what he or she thinks and feels about it, and what significance or meaning it might have” 
(Mears, 2012, p. 170). A study of Horne and Timmons (2009) investigated teachers’ perception of inclusion 
of students with SEN using a survey and interviews. They applied five interviews after the survey data 
collection. They selected participants for interviews based on their willingness to participate interviews 
expressed at the end of the survey. The rationale for the interviews was to obtain detailed and in-depth 
understanding of the meaning behind the results of the survey. McGhie-Richmond, Irvine, Loreman, Cizman, 
and Lupart (2013) also supported the rationale of using an interview with a survey. They implemented 
surveys and in-depth interviews to examine primary and secondary in-service teachers’ perspectives on 
inclusive practice in Canada. They used 14 interviews for the same reason as the study of Horne and 
Timmons (2009). As shown in the previous literature, interviews enrich the understanding of results from a 
survey. Thus, it is expected data gathered from one-on-one interviews could provide detailed information 
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about how ECTs’ future career intentions and their intention to engage in inclusive practice. This could 
support the survey results from Strand 1 in the current study.  
The sample size for interviews is small compared to quantitative methods; interview results are 
difficult to generalise. However, the results from interviews provide researchers valuable information when 
used as a supplementary data collection method with other methods such as surveys (Boyce & Neale, 2006). 
In particular, if qualitative data collection is addressed after a quantitative data collection and results analysis, 
qualitative data helps researchers elaborate on, explain or refine the quantitative results (Subedi, 2016). As 
Boyce and Neale (2006) noted, the results from interviews in a study are expected to provide more detailed 
information of the results of a survey. 
 
3.4.1  Instrument.  There are three interview methods: structured interviews, unstructured 
interviews, and semi-structured interviews (Minichiello, Aroni, & Hays, 2008). In structured interviews, a set 
of interview questions are developed and an interviewer asks the set of interview questions to each of the 
interviewees. Each interviewee is asked exactly the same questions in the same order (Minichiello et al., 
2008). In unstructured interviews, formal interview questions are not used. Instead, an interview runs like a 
conversation. However, the conversation is controlled by an interviewer and is focused on a research topic 
(Minichiello et al., 2008) 
With the semi-structured interviews, a list of interview questions is developed and an interviewer uses 
the list as a guideline for the interview. Thus the interview questions, order of interview questions and the 
wording may vary depending on the interviewees (Minichiello et al., 2008). Because there is flexibility in 
questioning and discussion during the semi-structured interviews, the researcher is able to obtain a “more 
valid explanation of the informant’s perceptions and constructions of reality” (Minichiello et al., 2008, p. 51). 
Field (2015) applied semi-structured interviews after a survey to investigate participants’ thoughts about 
inclusion. The reason for using semi-structured interviews was to obtain more detailed ideas and perceptions 
of participants with regard to what they had provided in the results of the survey. Thus semi-structured 
interviews were used in the current study. Through the interview it was expected to investigate more detailed 
information around ECTs’ experience in inclusive practice and their future career intentions. 
Thirteen (13) interview questions were developed based on the results of the survey to elicit 
information with regard to an individual’s opinion and values towards educating students with SENs and 
towards intentions to stay in the teaching profession. Specifically, questions were focused on whether 
interviewees had undertaken a unit of study in special and inclusive education at a pre-service level, their 
attitude towards inclusion, subjective norms, support to engage with inclusive practice from school staff 
members, perceived behavioural control, intentions to engage with inclusive practice, and future career 
intentions.  
After developing interview questions, one expert in the area of special and inclusive education 
reviewed the interview questions. Suggestions were made about refining wording and phrasing, or framing 
the questions a little more securely. In interview Question 4, the phrase ‘drawing on your teaching 
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experience in schools’ was added to provide greater clarity. A supporting statement in relation to a definition 
of inclusion was added to prevent confusion about what inclusion meant for interviewees in the current study. 
This was achieved by adding the statement: ‘the education of students with disabilities in the general 
education classroom is found in many classrooms in Sydney, and Australia. This is often referred to as 
inclusion’. Table 3.4 shows the relationships between the interview questions and the constructs used in the 
study (i.e., the Theory of Planned Behaviour). A complete set of interview questions is in section 4.3 in 
Chapter Four. 
 
Table 3.4  
The Relationships between Constructs of the Current Study and Interview Questions 
Constructs of the Study Interview questions 
A unit of study in special/inclusive education undertaken at a pre-service level 1 
Principles of inclusion 2 
Attitude towards inclusion 12 
Support 5, 6, 7, 10 
Perceived behavioural control 3, 4 
Subjective norms 8, 9 
Intention to engage in inclusive practice 11 
Future career intention 13, 14 
 
3.4.2  Participants and data collection procedures. Once approval for an ethics modification was 
received from the University of Sydney and approval to conduct research from SERAP was gained, 
participants were recruited through two ways. First, the researcher visited a random selection of primary 
schools in the Sydney metropolitan area and asked permission of the school principal to conduct research in 
their school. Follow up emails were sent out. From this stage, no ECTs agreed to participate in the interviews. 
After the first recruitment process was done, a second recruitment process was applied. At the second stage, 
convenience sampling was implemented. Eight participants agreed to participate in the interview based on 
initial invitations made by an educator not directly involved in the current study. However, two participants 
did not answer the researcher’s invitation when contacted. Thus, a total of six ECTs participated in the 
interview. Table 3.5 shows the summary of participants of the interview.  
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Table 3.5  
Summary of Demographics for each Interviewee by Code 
Code Demographics  
T1 
Full-time, female, two years of teaching experience, worked in the Inner West of 
Sydney 
T2 
Part-time, female, three years of teaching experience, worked two days a week, worked 
in the Inner West of Sydney, had a job share teacher 
T3 Full-time, male, five years of teaching experience, worked in Western Sydney 
T4 
Casual, female, less than one year of teaching experience, mostly worked in Western 
Sydney 
T5 
Casual, female, two years of teaching experience, mostly worked in the Inner West of 
Sydney 
T6 
Full-time, female, two years of teaching experience, worked in the Inner West of 
Sydney 
 
Before conducting the interview, all participants received a Participant Information Statement 
(Interviews), interview questions, and Consent Form via email (see Appendices L, M, and N). Interviewees 
were invited to nominate three or four dates and times, and location, to meet with the researcher; the location, 
day and time were confirmed via an email from the researcher. The interviewees signed a copy of the 
Consent Forms at the time of the interview, at which time the interviewer recounted the rights of the 
interviewee. 
When conducting interviews, the interviewer’s role is important. This is because the success of 
interviews depends on “how effectively the interviewer can engage with the interviewee” (Minichiello et al., 
2008, p. 80). The engagement between the interviewer and the interviewee occurs through the interviewee’s 
engagement and the interviewer’s interview skills (Minichiello et al., 2008). To enhance the interview skills, 
the researcher read books regarding the conduct of interviews (e.g., Creswell, 2008; Minichielle et al., 2008). 
The researcher also conducted mock-interviews with PhD colleagues. 
Establishing rapport with the interviewees is strongly recommended. If rapport is established between 
the interviewer and the interviewee, the interviewee becomes more communicative so that the interviewee is 
able to talk more freely during the interview. The rapport facilitated the discussion of unexpected issues and 
discussions (Minichielle et al., 2008). To establish rapport, the interviewer provided a goal statement of the 
interview, shared life experience of the interviewer with the interviewees and used general social and 
communication skills. 
The interviews were conducted face-to-face and one-on-one. All interviews were audio-recorded to 
assist later data analysis, after first seeking verbal permission from participants. When audio-recording is 
used, an interviewer does not need to take notes so that they are able to establish rapport with the interviewee 
and creates a more natural conversational style. Further, audio-recording remains as raw data, and can be 
used for analysis. Validity of the interview is enhanced with audio-recording as authentic data is preserved 
 81 
 
A
p
p
en
d
ix
 Q
 In
terv
iew
 a
x
ia
l a
n
d
 su
p
p
o
rtin
g
 o
p
en
 co
d
es 
(Minichiello et al., 2008). In the current study, audio-recording was done through an audio-recording app on 
the interviewee’s mobile phone. In the current study, data collection and data analysis were done at the same 
time as guided by Birk and Mills (2015).  
 
3.4.3  Ethical consideration. All of the interviewees agreed to participate in the interview by 
providing a signed consent form. The interview transcripts were stored in a secure place and the 
interviewee’s identity was kept strictly confidential. A Participant Information Statement: Teacher (i.e., PIS-
ECT) was provided to the interviewees. Overview of the interview and the current study was told before 
each interview by the researcher. The PIS-ECT is in Appendix L. 
Audio-recordings of the interviews had to be considered as confidential material. Written and verbal 
agreements to audio-recording were gained before conducting each interview. Also, it was stated that names 
would never be heard or seen by others including in the current study and journal articles. Thus the 
individual identity of participants will not be identified in the current study or any publications.  
 
3.4.4  Data analysis.  For the data analysis, all of the interviews were transcribed verbatim. When 
using semi-structured interviews, care needs to be drawn when analysing data. Although interview questions 
are developed, data from semi-structure interviews vary more than for structured interviews because the 
interviewees might respond to different questions (Minichiello et al., 2008). Thus Minichiello et al. (2008) 
recommended using a qualitative data analysis that suits the semi-structured interviewing strategy.  
Grounded Theory data analysis was used for the semi-structured interview in the current study. 
Because the grounded theory analysis process is a “legitimate way of analysing qualitative data”, analysis 
procedures in grounded theory can be used in analysing qualitative data for those who are not building theory 
(Birks & Mills, 2015; Harry, Sturges, & Klingner, 2005, p. 9). Grounded theory analysis methodology is 
particularly useful for interview analysis as it requires the researcher to pay close attention to what the 
interviewees say and this can lead to new concepts (Urquhart, 2013). 
There are three levels of analysis process in grounded theory analysis: Open coding, Axial coding, and 
Selective coding (Strauss & Corbin, 1998). In the Open coding level, the researcher read the interview 
transcripts and established open codes. A total of 159 open codes were drawn across the six interviews. 
Detailed information with regard to establishing open codes was addressed in Chapter five. Once no new 
codes emerged, the researcher moved to the next level which was Axial Coding.  
In the Axial Coding level, codes were grouped into conceptual categories. A total of 15 conceptual 
categories emerged. After conceptual categories were drawn, the researcher moved into Selective Coding. In 
the Axial Coding level, data saturation was addressed. Data saturation refers to “a situation in which no 
additional data can be found that would add to the categories being developed and examined” (Minichiello et 
al., 2008, p. 332). In the current study, data saturation occurred at the first and second stage of data analysis 
process (i.e., Open Coding and Axial Coding). New codes were added and categories were established as 
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they emerged. Once no new codes and categories were emerging, the researcher decided data saturation was 
reached.  
In the Selective Coding level, the conceptual categories were integrated and refined into themes. A 
total of three themes were drawn in the current study. At the Selective Coding level, a core category that 
encapsulates categories developed in the Axial Coding level was drawn. Through establishing a core 
category, a theory develops (Birks & Mills, 2015). However, in the current study, focus was given to data 
analysis. This was because the focus of the current study was on understanding ECTs’ experience in 
inclusive practice and how the experience related to ECTs’ intention to stay in the teaching profession.  The 
study did not aim to develop new theory. Further details of the data analysis process are provided in Chapter 
Five.  
Grounded theory analysis in the current study was conducted based on the guidelines posited by Harry 
et al. (2005). However, terms used in the current study were from Strauss and Corbin (1998). The analysis 
process of Harry et al. (2005) upholds the principles of a grounded theory, which is to build a theory based 
on the data collected. A key principle of grounded theory is theoretical sensitivity. Theoretical sensitivity is 
“the need to read widely and be sensitive to what theory actually is” (Urquhart, 2013, p. 136). The 
combination of the researcher’s previous experience and theoretical knowledge was a way of raising 
theoretical sensitivity (Birks & Mills, 2015). Compared to experienced researchers, a postgraduate student 
has less experience. Thus using theoretical knowledge is encouraged for a postgraduate student to increase 
theoretical sensitivity. This is because theoretical knowledge “aids theoretical sensitivity and gives a sense of 
formal theories” in a postgraduate student’s discipline area (Urquhart, 2013, p. 77). The Theory of Planned 
Behaviour was used as the theoretical framework in the current study and this helped the researcher become 
theoretically sensitive to understand the experiences of ECTs with inclusive practice and their intention to 
stay in the teaching profession.  
Another key principle of grounded theory is that analysis is constantly comparative. This can be done 
by the researcher moving “back and forth among the data and gradually advance from coding to conceptual 
categories” (Harry et al., 2005, p.5). Throughout this process, more analytical thought is encouraged 
(Urquhart, 2013). 
 
3.4.5  Data validation. Principles of reliability and validity in qualitative studies apply in different 
ways compared to quantitative methods (Kuzmanic, 2009). Unlike quantitative research, there are no 
generally agreed criteria for measuring reliability in qualitative research. In interview research, reliability 
focuses on consistency and dependability of data. However, it needs to be acknowledged that data may differ 
in richness and context within similar dimensions (Leung, 2015).  
For reliability, an expert in the area of special and inclusive education was invited to read and code a 
sample set of transcripts. Then the coding of the same data was compared with the one the researcher had 
completed. This process continued until the same code was applied by both expert and researcher. This 
developed a consistency in code usage (Harry et al., 2005). Through this process, new codes were suggested 
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and some codes were condensed into one code. More detailed information about the process of obtaining 
reliability is outlined in Chapter Five. 
Validity in qualitative studies is considered as trustworthiness. Trustworthiness consists of four 
components which are credibility, dependability, confirmability and transferability. Credibility is a similar 
concept to internal validity in quantitative studies. Member checking is one of the ways to establish the 
credibility of the findings of the interviews (Connelly, 2016). To enhance credibility of the findings of the 
interviews, interviewees received the transcript of the interview and were asked to confirm completeness and 
accuracy of the transcript. Dependability is the data stability over the time of the study. For dependability, 
the researcher ensured all documents and records were kept up to date. Each audio recording was dated and 
filed in a folder. Each time a new record and document were collected, the researcher dated the recording 
and document and filed it in the folder.  
Confirmability is the degree of findings of the interview and is consistent and repeated. To maintain 
confirmability, Connelly (2016) suggested keeping memos and analysis throughout the research processes. A 
reviewing analysis was recommended to increase confirmability as well (Connelly, 2016). Thus, the 
researcher in the current study kept memos and analysis throughout the analysis process of the interviews. 
Also, an expert in special and inclusive education was invited to review analyses for confirmability. Through 
reviewing analyses by another expert, biases which may have occurred from one person’s perspectives are 
prevented.  
Transferability is the extent to which findings in the current study are useful to people in other settings 
(Polit & Beck, 2014). Transferability is similar to generalisation in quantitative studies. However, a focus of 
the transferability is the interviewees and their stories are not everyone’s story (Connelly, 2016). To establish 
transferability of the interviews in the current study, the researcher provided a detailed and rich description 
of the interviewees, context, and location without bias and tried to be transparent about analysis (Amankwaa, 
2016). 
When considering validity, authenticity needs to be considered along with trustworthiness. 
Authenticity is “the extent to which researchers fairly and completely show a range of different realities and 
realistically convey participants’ lives” (Connelly, 2016, p. 436). Authenticity can be enhanced through 
choosing participants who meet the research purpose and providing a detailed description. In the current 
study, the interviewees were chosen based on the purpose of the study. A rich and detailed description of the 
interviewees’ experience in inclusive practice and their future career intention will be provided in Chapter 
Five and Six.  
 
3.5  Meta-inferences of the survey and the interview results 
Meta-inferences of the results of the survey and the interviews were the final process of the current 
study. Meta-inferences refer to a “conclusion generated through an integration of the inferences that have 
been obtained from the results of the QUAL and QUAN strands of a mixed methods study” (Teddlie & 
Tashakkori, 2009, p. 152). Meta-inferences are considered a critical stage in a mixed-methods study. The 
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researcher needs to adhere to rigorous standards to assess inference quality so that validity and credibility of 
the meta-inferences are ensured (Ivankova, 2014).  
Inference quality refers to “the accuracy with which researchers draw inductively and deductively 
derived conclusions from a mixed methods study, characterised by meaningful integration of quantitative 
and qualitative methods” (Ivankova, 2014, p. 27). Two sets of standards are suggested by Tashakkori and 
Teddlie (2003) to assess inference quality: design quality and interpretative rigor. Design quality is to select 
appropriate research methods and implement the research methods to answer research questions (Teddlie & 
Tashakkori, 2009). In the current study, based on the literature review, survey and interview methods were 
selected. A survey was selected and implemented to obtain a general trend of the experience of ECTs 
working at primary schools in the Sydney metropolitan area in inclusive practice, and their future career 
intentions. Interviews were selected and addressed to understand ECTs’ experience with inclusive practice 
and their future career intentions in depth.  
Interpretative rigour is evaluation of the accuracy of the study outcomes overall (Teddlie & 
Tashakkori, 2009). There are a few ways of achieving accuracy of the overall study outcomes. One is to 
compare the findings from the study with the previous literature to ascertain whether they are consistent, or 
not consistent. Thus, the results of the current study were compared with the previous literature.  
Addressing reliability and validity checks in respective quantitative and qualitative strands is another 
way to enhance interpretative rigor. The quality of meta-inferences is directly affected by the quality of 
quantitative and qualitative findings (Bryman, Becker, & Semptik, 2008; Creswell & Plano Clark, 2011). 
The quality of the study results is enhanced through the checking of reliability and validity in both 
quantitative and qualitative strands (Teddlie & Tashakkori, 2009). To enhance the quality of the current 
study results, reliability and validity checks of the quantitative strand, consistency and dependability of the 
data, and trustworthiness of the qualitative strand were addressed throughout the study.  
Interpretative rigour occurs at the stage of data interpretation as well. When interpreting data, there are 
methods to enhance the quality of inferences: addressing divergent findings, not switching the result 
interpretation order in a sequential mixed methods design, and discussing the results within the context of the 
research question. Throughout this process, the meta-inferences quality is affected as well (Creswell & Plano 
Clark, 2011). Thus, care was taken to follow these recommendations when interpreting the results of the 
current study.  
At the stage of meta-inferences, the survey and the interviews results are compared and contrasted 
then “findings, conclusions, and policy recommendations gleaned” from the survey and the interviews are 
integrated to provide comprehensive understanding of the phenomenon under study (Teddlie, & Tashakkori, 
2009, p. 305). Integration in this stage includes linking, completeness, contrast, and comparison of results in 
each of a study’s strands (Teddlie, & Tashakkori, 2009) not just looking at disagreement or agreement 
between the findings from the quantitative study and the qualitative study (Fielding, 2012; Mertens & Hesse-
Biber, 2012).  
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In the present study, integration was undertaken to address deeper understanding and meaningful 
conclusions based on consistent or inconsistent results of the survey and the interviews. Also, at the stage of 
the meta-inferences, the findings from the interviews were used to support the findings from the survey. 
Further, the findings from the survey were used to support the findings from the interviews.  
Through this stage, it was expected to gain comprehensive insights with regard to ECTs’ intentions to 
engage with inclusive practice and their future career intentions within the framework of The Theory of 
Planned Behaviour. Further, it was expected to attain comprehensive views with relation to variables that 
influence ECTs’ intentions to engage with inclusive practice and their future career intentions. This is 
discussed in Chapter Six - Discussion. 
 
3.6  Chapter Summary 
In this chapter, an overview of methodology was reviewed. A sequential mixed-method approach was 
adopted for the current study. The study was divided into Strand 1 - QUAN: Survey and Strand 2 – Qual: 
Interview. The survey was conducted first. The survey data was designed to obtain a trend of ECTs’ 
intentions to engage with inclusive practice, future career intentions and variables which influence these 
intentions. Survey process, participants, instrument, data analysis, and ethical considerations were addressed 
in this chapter.  
After the survey data collection was completed, the interviews were conducted. Strand 2 allowed a 
deeper understanding of how ECTs’ experience in inclusive practice and their intention to stay in the 
teaching profession are interrelated. Interview participants, interview instruments, data collection procedures, 
ethical considerations, and data analysis were addressed. At the end of the current chapter, meta-inferences 
of the current study results were defined. Process and criteria to enhance meta-inferences were discussed and 
insights of meta-inference were addressed. In Chapter Four, results of the survey will be presented. Chapter 
Five will detail the analysis and results of the semi-structured interviews. Then Chapter Six will discuss the 
integration of the survey and the interview results. 
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Chapter Four 
Quantitative Results 
 
The previous chapter introduced the methodology of the current study. A mixed method approach 
was adopted to examine the relationship between ECTs’ intention to engage with inclusive practice and 
their future career intentions. Specifically, a survey was utilised in Strand 1 and a semi-structured 
interview was used in Strand 2. In this chapter, the results of Strand 1 will be reported.  
The survey consisted of seven sections: (1) background information; (2) subjective norms; (3) 
school support; (4) attitudes towards inclusion; (5) intentions to engage with inclusive practice; (6) self-
efficacy; and (7) intentions to stay in the teaching profession. The internal consistency of each section 
was established in Chapter Three via existing technical data, and pilot tests conducted on those sections 
of the survey developed for the current study (i.e., subjective norms, and school support). The Cronbach 
alpha coefficient of all sections was above .8. Thus, the survey was judged to be reliable.  
A total of 87 surveys were collected. Eighty-two (82) surveys were collected on-line while paper 
five surveys were collected. Among these, eight questionnaires were withdrawn due to not being fully 
completed. In total of 79 questionnaires were used for data analysis. To answer the research questions, 
multiple regression analysis and the PROCESS were adopted. The detailed information for using a 
multiple regression analysis and the PROCESS and the findings from these analyses will be addressed in 
the current chapter.  
 
4.1  Demographic Data 
A descriptive analysis of the demographic data of ECTs was undertaken. Frequencies were utilised 
to summarise demographic data. As shown in Table 4.1, almost 80% of respondents were female (n = 69) 
while 17.2% were males (n = 15). The majority of respondents was aged 20 to 29 (n = 60). Fifteen 
respondents were aged 30 to 39 (17.2%) while the age of remaining respondents was 40 to 59 years 
(10.3%).   
In terms of highest degree awarded, 47 respondents had completed a pre-service undergraduate 
degree (e.g., Bachelor of Education – Primary) and 37 ECTs responded they had completed a pre-service 
postgraduate degree (e.g., Master of Teaching – Primary). When asked their employment type, around 70% 
of respondents reported they were full-time teachers. Among these, 42.5% of respondents reported their 
employment type was ‘temporary full-time’ (n = 37), while 29.9% reported they were ‘permanent full-
time’ (n = 26). ‘Temporary part-time’ and ‘casual’ were evenly spread (9.2 % and 8 % respectively). 
Only one respondent reported their employment arrangement as ‘permanent part-time’.  
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Table 4.1    
Demographic Information of Participants in the Study (n = 79) 
Demographic   Count Percent 
Gender Male 15 17.2% 
Female 69 79.3% 
Not stated 3 3.4% 
Total 87 
 
Age 20-29 60 69.0% 
30-39 15 17.2% 
40-49 7 8.0% 
50-59 2 2.3% 
Not stated 3 3.4% 
Total 87 
 Degree Pre-service undergraduate 47 54.0% 
Pre-service postgraduate 37 42.5% 
Not stated 3 3.4% 
Total 87 
 Employment type Permanent full-time 26 29.9% 
Permanent part-time 1 1.1% 
Temporary full-time 37 42.5% 
Temporary part-time 8 9.2% 
Casual 7 8.0% 
Not stated 8 9.2% 
Total 87 
 The number of years of teaching 
experience  
2010 8 9.2% 
2011 6 6.9% 
2012 11 12.6% 
2013 23 26.4% 
2014 14 16.1% 
2015 16 18.4% 
2016 2 2.3% 
Not stated 7 8.0% 
Total 87 
 
School sector Public 74 85.1% 
Catholic 1 1.1% 
Independent 3 3.4% 
System 9 10.3% 
Total 87 
 
Completed a unit of study in  
special and inclusive education 
Yes 39 44.8% 
No 41 47.1% 
Not stated 7 8.0% 
Total 87 
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Table 4.1   cont’d 
Demographic Information of Participants in the Study (n = 79) 
Demographic   Count Percent 
 
Special/inclusive  
education 
Yes 39 44.8% 
No 0 .0% 
Don't know 0 .0% 
Not stated 48 55.2% 
Total 87 
 Classroom management Yes 26 29.9% 
No 8 9.2% 
Don't know 2 2.3% 
Not stated 51 58.6% 
Total 87 
 Undertaking further  
study 
Yes 6 6.9% 
No 74 85.1% 
Not stated 7 8.0% 
Total 87 
 Previous experience with  
educating students with SENs 
Yes 64 73.60% 
No 20 23.00% 
Not stated 3 3.40% 
Total 87 
 Students with SEN in  
their current classroom 
Yes 62 71.3% 
No 16 18.4% 
Not stated 9 10.3% 
Total 87   
 
As shown in table 4.1, most teachers were in their first three years of teaching (75.9%) while 16.1% 
of respondents were in their fourth or fifth year. Only thirty-nine (39) respondents reported they had 
completed a unit of study in special and inclusive education at a teacher institute while 41 respondents 
said they had not completed a unit of study. Despite undertaking a unit of study in special and inclusive 
education being compulsory in the state of NSW (NESA, 2014), just over half of respondents answered 
they had undertaken such a unit. There is a need to investigate why 55.1% of respondents answered they 
had not completed the unit, or did not respond at all. 
When reporting their undertaking of further study, most respondents reported that they had not 
undertaken further study (n = 74; 93.7%). With regard to previous experience with teaching students with 
SENs, it was seen that the majority of respondents had had previous experience with teaching students 
with SENs (n = 64; 81.0%), and currently had students with SENs in their class (n = 62; 78.5%).  
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4.2  Statistical Analysis  
From section 2 to 7 in the survey, a 7-point Likert scale was used to examine respondents’ opinions 
of their attitudes towards inclusion; subjective norms; perceived behavioural control; school support; 
intention to engage with inclusive practice; and intention to stay in the teaching profession. First, the 
Cronbach Alpha coefficient was calculated to establish the internal consistency of each section, and then 
overall. As established prior to the current study, all sections had a Cronbach Alpha of .8 or greater. The 
overall Cronbach Alpha was over .9, establishing that the survey had strong reliability (Pallant, 2016). 
Table 4.2 shows Cronbach Alpha of each section and overall. 
Table 4.2 
 Cronbach Alpha of Each Section 
  
Cronbach 
Alpha 
School support .966 
Attitude towards inclusion .915 
Subjective norms .944 
Perceived behavioural control .895 
Intention to engage with inclusive 
practice 
.913 
Overall .926 
 
The following sections present the results of analysis from multiple regression, the PROCESS and 
correlation between ECTs’ intention to engage with inclusive practice and their intentions to stay in the 
teaching profession. 
 
 90 
 
A
p
p
en
d
ix
 Q
 In
terv
iew
 a
x
ia
l a
n
d
 su
p
p
o
rtin
g
 o
p
en
 co
d
es 
4.2.1  Multiple regression.  Multiple regression was utilised to explore “how well a set 
of variables is able to predict a particular outcome” (Pallant, 2016, p. 149). The researcher planned to 
adopt path analysis to examine causal relationship between variables: (1) ECTs’ intentions to engage with 
inclusive practice; (2) ECTs’ future career intentions; (3) attitudes towards inclusive practice, subjective 
norms; (4) perceived behavioural control; (5) past experience with educating students with SENs in a 
regular classroom; (6) a unit of study with regard to special and inclusive education undertaken at a pre-
service level; (7) school support; and (8) number of years of teaching experience. Path analysis refers to a 
“statistical method used to examine hypothesized relationships between two or more variables” (Lleras, 
2005, p. 25). Within the path analysis, it is possible to examine both indirect and direct relationships 
among variables within a “hypothesized model” (Lleras, 2005, p. 29). The current study was based on a 
Theory of Planned Behaviour as a theoretical framework. Thus, it was expected to examine the 
relationships among variables within a Theory of Planned Behaviour model using a path analysis. 
However, a path analysis requires a minimum sample size of 100 to 150 to obtain generalisability (Wang 
& Wang, 2012). The number of responses in the current study was 79. Thus, it was judged inappropriate 
to adopt a path analysis as an analysis method for the current study.   
For the generalisability purpose, the sample size of multiple regression needs to be drawn based on 
a formula: N > 50 +8m where ‘m’ refers to the number of independent variables (Pallant, 2016). When 
examining to what extent attitudes towards inclusion, subjective norms, and perceived behavioural 
control influence ECTs’ intention to engage with inclusive practice, there were three independent 
variables (i.e., attitudes towards inclusion, subjective norms, and perceived behavioural control). Thus, 
the required minimum sample size was 74 based on the formula above.  
As mentioned in Chapter Three, multiple regression analysis is used when more than two 
independent linear variables predict one dependent variable (Field, 2013). MacFarlane and Woolfson 
(2013) adopted multiple regression analysis to examine the impact of attitudes towards inclusion, 
subjective norms and self-efficacy on 111 primary school teachers’ intentions to engage with inclusive 
practice. Multiple regression analysis was adopted because of two main reasons: (1) five independent 
variables were employed in their study and (2) the sample size of 111 was above the required minimum 
sample size when there were five independent variables. Kuyini and Desai (2007) also applied multiple 
regression analysis to examine to what extent three independent variables - attitudes towards inclusion, 
perceived behavioural control, and subjective norms – had an effect on teachers’ engagement with 
inclusive practice (n = 128). This is because more than one independent variable was implemented to 
examine the impact of independent variables on teachers’ engagement with inclusive practice. 
Standard multiple regression was used to examine to what extent: (1) the attitudes towards 
inclusion, subjective norms, and perceived behavioural control predict ECTs’ intention to engage with 
inclusive practice; and (2) past experience with educating students with SENs, school support, and 
perceived behavioural control explained ECTs’ intention to stay in the teaching profession. The data was 
split based on the theoretical model in the current study. Standard multiple regression is used if the 
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researcher wants to know “how much variance in a dependent variable they were able to explain as a 
group or block” and “how much unique variance in the dependent variable each of the independent 
variables explained” (Pallant, 2016, p. 150). 
When more than one independent variable is included in a model, the strength of correlation 
between independent variables needs to be considered. If there is strong correlation between independent 
variables, multicollinearity occurs. Multicollinearity refers to “the relationship among the independent 
variables” (Pallant, 2016, p. 152). If multicollinearity between independent variables occurs, the 
regression coefficient is impossible to be estimated accurately. There are three ways of identifying the 
correlation between independent variables: examining the correlation coefficient, tolerance, or variance 
inflation factor (VIF). If the correlation coefficient is above 0.9 or 0.8, tolerance is 0.1 and VIF is above 
10, then there is multicollinearity between independent variables.  If VIF is around 1, there is no 
multicollinearity between independent variables (Field, 2013). As shown in Table 4.3 and Table 4.4, VIF 
of each independent variable was around 1. Thus, it was demonstrated that the independent variables 
were not correlated.  
4.2.2.1  Intention to engage with inclusive practice.  The results showed that attitudes 
towards inclusion, subjective norms and perceived behavioural control explained 20% of ECTs’ intention 
to engage with inclusive practice (R2 = .20, F(3, 75) = 6.13, p < .01). As shown in Table 4.3, VIFs among 
independent variables were from 1.036 to 1.249. It indicates that there was no correlation among 
independent variables.  
Among attitudes towards inclusion, subjective norms and perceived behavioural control, attitudes 
towards inclusion and perceived behavioural control were found to be significant predictors of ECTs’ 
intention to engage with inclusive practice. Attitudes towards inclusion made the strongest contribution to 
explaining ECTs’ intention to engage with inclusive practice (β = .281, p = .016). Perceived behavioural 
control was the second strongest contribution of ECTs’ intention to engage with inclusive practice (β 
= .246, p = .036). Subjective norms were not a significant predictor of ECTs’ intention to engage with 
inclusive practice (β = .013, p = .900). It appears that attitudes towards inclusion and perceived 
behavioural control are the highly related to ECTs’ intention to engage with inclusive practice.  
 
Table 4.3 
     Results of Multiple Regression on Intention to Engage with Inclusive Practice 
Independent Variables B Beta t Sig. VIF 
Attitudes towards inclusive practice* .171 .281 2.469 .016 1.214 
Subjective norms* .006 .013 .126 .900 1.036 
Perceived behavioural control* .186 .246 2.134 .036 1.249 
*Dependent variable: Intention to engage with inclusive practice 
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4.2.1.2  ECTs’ future career intention.  To examine to what extent past experience 
with educating students with SENs, school support and perceived behavioural control explained ECTs’ 
intention to stay in the teaching profession, a standard multiple regression was employed. These 
independent variables were chosen based on the literature review. Past experience, school support and 
perceived behavioural control explained 16% of ECTs’ intention to stay in the teaching profession (𝑅2 = 
0.164). Results are shown in Table 4.4. 
 
Table 4.4 
     Results of Multiple Regression on ECTs’ Future Career Intention 
Independent Variables B Beta t Sig. VIF 
Past experience* - .265 - .102 - .957 .341 1.015 
School support* .248 .300 2.825 .006 1.015 
Perceived behavioural control* .394 .225 2.113 .038 1.020 
*Dependent variable: Intention to stay in the teaching profession 
 
It was found that both school support with regard to inclusive practice and perceived behavioural 
control were the significant predictors of ECTs’ intentions to stay in the teaching profession, F(3,75) = 
4.89, p < .006. School support was the strongest signifier (β = .30, p < .006) while perceived behavioural 
control made the second strongest contribution (β = .225, p < .038). The results showed that past 
experience of educating student with SENs had a negative contribution to explaining ECTs’ intention to 
stay in the teaching profession. That is, if an ECT had experience with educating students with SENs, the 
ECT was less likely to stay in the teaching profession. However, it appeared that past experience with 
educating students with SENs had no statistically significant correlation with ECTs’ intention to stay (β = 
- .102, p > .05). 
 
4.2.2  PROCESS.  To examine to what extent ECTs’ background variables influenced 
their intention to engage with inclusive practice was mediated by attitudes towards inclusion, subjective 
norms and perceived behaviour, PROCESS was used. The three determinants were adapted as mediators 
for the analysis. Mediation is “a situation when the relationship between a predictor variable and an 
outcome variable can be explained by their relationship to a third variable” (Field, 2013, p. 408).  
There are two ways to test the relationship between independent variables and a dependent variable 
through a mediator: (1) doing a series of regression analyses; or (2) using PROCESS. When using a series 
of regression analysis, three steps are required: doing regression analysis to (1) predict the dependent 
variable from the independent variable; (2) predict the mediator(s) from the independent variable; and (3) 
predict the dependent variable from both independent variable and mediator(s). Using PROCESS 
simplifies the process by conducting these steps in one command (Field, 2013).  
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PROCESS, developed by Hayes (2013), is a custom dialog box specifically designed for 
conducting mediation and moderation analysis. Choi (2015) applied PROCESS to examine the impact of 
the relationship between leader and staff members on innovative behaviour mediated by the role of work-
family balance. Choi (2015) mentioned that PROCESS was adopted due to its ease of use. Lee (2017) 
also applied PROCESS to examine the relationship between overt narcissism and SNS addiction 
proneness mediated by self-concealment and depression. Lee (2017) pointed out mediated variables, 
which were depression and self-concealment, were able to be examined in one command. PROCESS was 
used for the current study due to the ease of use, as well as additional information provided.  
When predicting to what extent independent variables influence the dependent variable via 
mediators in PROCESS, p-values and b-values are presented like those in a regression analysis. When 
using PROCESS, this tool generates not only p-values and b-values but also inferential tests such as 
bootstrap confidence intervals or CI (Hayes, 2013).  Hayes (2013) suggested using CI when the 
researcher is able to access original data for data analysis. CI respects “the irregularity of the sampling 
distribution of the indirect effect and provide an inference that is higher in power than the normal theory 
approach” (Hayes, 2013, p. 139). When analysing the result, if CI is above zero, it indicates the 
independent variable influences the dependent variable indirectly through mediators (Hayes, 2013).  
When using PROCESS, numeric variables need to be entered like those in a regression model. As 
most of the background variables in the study were categorical variables, dummy variables were created. 
Dummy variables are “a way of representing groups of people using only zero and ones” (Field, 2013, 
p.419). With dummy variables, the researcher is able to understand to what extent dummy variables 
predict a dependent variable (Field, 2013). Table 4.5 shows dummy coding of background variables.  
 
Table 4.5  
Dummy Coding of Background Variables 
Background Variable Dummy Coding 
Past experience with educating student with SENs 
0 = No 
1 = Yes 
  
 A unit of study with regard to special and inclusive education at 
a pre-service level 
0 = No 
1 = Yes 
  
 
The number of years of teaching experience 
0 = Before 2014 
1 = After 2015 
  
 
Employment arrangement 
1 = Full-time 
2 = Part-time 
3 = Casual 
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The influence of each background variable on intention to engage with inclusive practice by 
mediating attitudes towards inclusion, subjective norms and perceived behavioural control are reported in 
the following sections. 
4.2.2.1 Past experience with educating students with SENS.  The relationship between past 
experience with educating students with SENs and ECTs’ intention to engage with inclusive practice 
through the three determinants was tested. The results in Figure 4.1 show that past experience with 
educating students with SENs showed that there was no statistically significant influence of attitudes 
towards inclusion (𝑹𝟐 = .009, F(1,77) = .76, b = - .182, p = .388), subjective norms (𝑹𝟐 = .017, F(1,77) = 
1.324, b = -.32, p = .254), and perceived behavioural control (𝑹𝟐 = .010, F(1,77) = .745, b = .146, p 
= .391). Also, it showed that past experience had a negative direct impact on ECTs’ intentions to engage 
with inclusive practice (𝑹𝟐 = .216, F(4,74) = 5.104, b = -.149). However, the impact of past experience 
on ECTs’ intentions to engage with inclusive practice was not statistically significant (p = .2143). 
 
 Direct effect, b = - .149, p = .214  
Indirect effect through attitude towards inclusion, b = - .029, p = .452, 95% CI [-.11, .02]  
Indirect effect through subjective norms, b = 0.001, p = .960, 95% CI[-.04, .04]  
Indirect effect through perceived behavioural control, b = .030, p = .453, 95% CI[-.01, .14]  
  
Figure 4.1. The model of past experience with educating students with SENs as a predictor of 
intention to engage with inclusive practice, mediated by the three determinants 
 
 The indirect effect of ECTs’ past experience with educating students with SENs on their intentions 
to engage with inclusive practice mediated by attitudes towards inclusion was - 0.029. In other words, 
ECTs who had past experience with educating students with SENs and had negative attitudes towards 
inclusion had slightly more negative intentions (by -.029 units) to engage with inclusive practice than the 
participants who had no experience with educating students with SENs and had positive attitudes towards 
inclusion. But there was no statistically significant influence of ECTs’ past experience with educating 
students with SENs on their intentions to engage with inclusive practice via attitudes towards inclusion (p 
= .452). The CI of attitudes towards inclusion was - .07 to .16. 
 The results of the analysis showed that participants’ past experience with educating students with 
SENs had a smaller effect on ECTs’ intention to engage with inclusive practice through subjective norms 
   
Attitude towards 
inclusion     
 
       
   
Subjective norms 
 
b = .156, p = .027 
 
b = - .182, p = .388 
       
b = -.320, p =.254 
  
Perceived 
behavioural control   
b = - .00, p = .947 
b =.146, p =.391 
     
b = .206, p = .023 
Past experience with  
educating students with SENs      
Intention to  
engage with inclusive 
practice 
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(b = .001). But there was no statistically significant influence between them (p = .960). The CI of 
subjective norms is - .04 to .04. 
Also, those ECTs who had previous experience had positive perceived behavioural control, and in 
turn their intention to engage with inclusive practice was more positive than those who did not have 
previous experience (b = .03). However, this had no statistically significant influence either (p = .453). 
The CI of perceived behavioural control is - 0.01 to 0.14.  
4.2.2.2 A unit of study with regard to special and inclusive education at a pre-service 
level.  A unit of study taken in special and inclusive education at a pre-service level explained one percent 
of ECTs’ attitudes towards inclusion (𝑹𝟐 = .019, F(1,77) = 1.464). Although the unit of study in special 
and inclusive education at a pre-service level had a small impact on attitudes towards inclusion, there was 
no statistically significant effect on attitude towards inclusion (b = .207, p = .23).  
A unit of study in special and inclusive education at a pre-service level also had no statistically 
significant impact on subjective norms or perceived behavioural control (𝑅2 = .004, F(1,77) = .319, b 
= .130, p = .574, 𝑅2 = .023, F(1,77) = 1.84,  b = .186, p = .18 respectively). Like other variables, a unit of 
study in special and inclusive education had no statistically significant direct effect on intention to engage 
to inclusive practice (𝑅2 = .205, F(4,74) = 4.764, b = .067, p = .491). 
 
 
  
Attitudes towards 
inclusion 
    
        
   
Subjective norms 
 
b =  .167, p = .02 
 b = .207, p = .23 
       
b = .130, p =.574 
  
Perceived 
behavioural control 
  
b =  .005, p = .921 
 b =  .186, p =.180 
     
b =  .18, p = .044 
A unit of study with regard to special 
and inclusive education at a pre-service 
level 
     
Intention to  
engage with inclusive 
practice 
    
Direct effect, b = .067, p = .491  
Indirect effect through attitude towards inclusion, b = .035, p = .311, 95% CI [-.012, .177]  
Indirect effect through subjective norms, b = .001, p = .961, 95% CI[-.022, .034]  
Indirect effect through perceived behavioural control, b = .033, p = .296, 95% CI[-.003, .137]  
  
Figure 4.2. The model of course taken in special/inclusive education at a pre-service level as a predictor 
of intention to engage with inclusive practice, mediated by the three determinants 
 
A unit of study in special and inclusive education at a pre-service level had 0.035 units of 
indirect effect on intention to engage with inclusive practice through attitudes towards inclusion (b 
= .035). Also, a unit of study in special and inclusive education had indirect impact on intention to 
engage with inclusive practice through perceived behavioural control (b = .034). A unit of study in 
special and inclusive education taken at a pre-service level had no indirect impact on intention 
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through subjective norms (b = .001) and the results indicated that there were no indirect influences 
on intention to engage with inclusive practice through the three variables. This is because CI was 
zero or below zero and p-values were above 0.05 (See Figure 4.2).  
4.2.2.3  School support.  ECTs who received school support related to engaging with 
inclusive practice strongly believed that other people at school thought that ECTs should educate 
students with SENs in their class (𝑹𝟐 = .262, F(1,77) = 27.311, b = .401, p = .000). As shown in 
Figure 4.3, with regard to the direct relationship between school support and attitudes towards 
inclusion, and between school support and perceived behavioural control, school support had no 
direct impact on either attitudes towards inclusion (𝑹𝟐 = .011, F(1,77) = .838, b = -.061, p = .363) 
or perceived behavioural control results (𝑹𝟐 = .092, F(1,77) = .712, b = .045, p = .401). The 
analysis results showed that school support had no direct effect on intention to engage with 
inclusive practice (𝑹𝟐 = .227, F(4,74) = 5.445, b = .07, p = .107). Through the analysis, it was 
shown that except for subjective norms, ECTs who received school support were not statistically 
different from other ECTs who did not receive school support with regard to attitudes towards 
inclusion, perceived behavioural control and intention to engage with inclusive practice. 
Direct effect, b = .07, p = .107 
Indirect effect through attitude towards inclusion, b = -.012, p = .412, 95% CI [-.082, .047] 
Indirect effect through subjective norms, b = -.016, p = .48, 95% CI[-.064, .038] 
Indirect effect through perceived behavioural control, b = .008, p = .479, 95% CI[-.007, .046] 
 
Figure 4.3. The model of school support as a predictor of intention to engage with inclusive 
practice, mediated by the three determinants 
 
With regard to the indirect impact on intention to engage with inclusive practice through 
attitudes towards inclusion, subjective norms and perceived behavioural control, the results are 
represented in Figure 4.3. ECTs who received school support showed no indirect effect on 
intention to engage with inclusive practice through both attitudes towards inclusion and perceived 
behavioural control (b = -.012, p = .412, 95% CI [-.082, .047], b = .008, p = .479, 95% CI [-
.007, .046] respectively) than those ECTs who received no or little school support. Also, school 
support did not influence indirectly ECTs’ intention to engage with inclusive practice through 
 
  
Attitude towards 
inclusion 
    
        
   
Subjective norms 
 
b = .193, p = .007 
 b = -.061, p = .363 
       
b = .401, p = .000 
  
Perceived behavioural 
control 
  
b = -.04, p = .471 
b = .045, p = .401 
     
b = .175, p = .047 
School support 
     
Intention to  
engage with 
inclusive practice 
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subjective norms (b = -.016, p = .048, CI [-.064, .038]).  Throughout the mediation analysis, it 
appeared that there were no indirect impacts of support on ECTs’ intention to engage with 
inclusive practice through attitudes towards inclusion, subjective norms and perceived behavioural 
control. 
4.2.2.4  The number of years of teaching experience.  The results showed the number 
of years of teaching experience had a positive influence on ECTs’ attitudes towards inclusion (𝑅2 
= .0003, F (1,77) = .0241, b = .033). However, it showed there was no statistically significant 
effect (p = .877). Further, there was a negative effect on the relationship between the number of 
years of teaching experience and subjective norms (𝑅2 = .011, F (1,77) = .85, b = -.25). This means 
that ECTs who had less teaching experience thought that school staff members thought ECTs did 
not need to educate students with SENs in the class. However, this was not a statistically 
significant effect (p = .359). As shown in Figure 4.4, there were no statistically significant direct 
impacts on perceived behavioural control (𝑅2 = .009, F(1,77) = .670, b = .135, p = .416) and 
intention to engage with inclusive practice (𝑅2 = .197, F(4,74) = 4.54, b = -.005, p = .964).   
 
  
Attitude towards 
inclusion 
    
        
   
Subjective norms 
 
b = .165, p = .02 
 b = .033, p = .877 
       
b = -.252, p = .359 
  
Perceived 
behavioural control 
  
b = .005, p = .925 
b = .135, p = .416 
     
b = .186, p = .039 
The number of years of 
teaching experience 
     
Intention to  
engage with inclusive 
practice 
  
Direct effect, b = .024, p = .848 
Indirect effect through attitude towards inclusion, b = .005, p = .886, 95% CI [-.076, .081] 
Indirect effect through subjective norms, b = -.001, p = .949, 95% CI[-.049, .037] 
Indirect effect through perceived behavioural control, b = .025, p = .486, 95% CI[-.022, .152] 
        
Figure 4.4. The model of the number of years of teaching experience as a predictor of intention 
to engage with inclusive practice, mediated by the three determinants  
  
With regard to indirect impact on intention to engage with inclusive practice through 
attitudes towards inclusion, there was no statistically significant indirect effect (b = .005, p = .886, 
95% CI [-.076, .081]). Also, opinion of others at school did not have indirect impact on ECTs’ 
intention to engage with inclusive practice whether the ECTs had more teaching experience or not 
(b = -.001, p = .949, 95% CI [-.049, .037]). Indirect impact on ECTs’ intention to engage with 
inclusive practice through perceived behavioural control also had no statistically significant impact 
(b = .025, p = .486, 95% CI [-.022, .152]).  In that there was no direct impact on attitudes towards 
inclusion, subjective norms and perceived behavioural control and the ECTs’ intentions to engage 
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with inclusive practice, similarly results showed the number of years of teaching experience had no 
indirect impact on intention to engage with inclusive practice through attitudes towards inclusion, 
subjective norms and perceived behavioural control. 
 
4.2.3  Correlation.  Before testing if there was a correlation between ECTs’ intention to 
engage with inclusive practice and their intention to stay, a scatterplot was generated. Through this 
process, the researcher was able to establish a better idea of the “nature of the relationship” 
between the variable (Pallant, 2016, p. 133).  
The result of a scatterplot is shown in Figure 4.5. The line indicates a positive relationship 
between ECTs’ intention to engage with inclusive practice and their intention stay in the teaching 
profession. As  seen in Figure 4.5, the data points are widely dispersed, indicating that there is a 
low, positive correlation.   
 
Figure 4.5. The scatterplot between intention to stay and intention to engage with inclusive 
practice 
 
A correlation analysis was conducted after the scatterplot was analysed. Cohen (1988) 
suggested that if the result of the Pearson Correlation (r) is from .10 to .29, there is a small 
correlation between variables. If r is from .30 to .49, there is a medium correlation. If r is from .50 
to 1.0, there is a large correlation. Table 4.6 shows that there is a small correlation between CTs’ 
intention to engage with inclusive practice and their stay intention in the teaching profession.  This 
result confirms the outcome predicted from scrutinising the scatterplot process (r = .152). Although 
there is a small correlation between ECTs’ intentions to engage with inclusive practice and their 
stay intentions, this relationship is not statistically significant (p = .180). 
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Table 4.6  
The Correlation Analysis between Intention to Engage with Inclusive Practice and Stay Intention in 
the Profession 
  INT_mean Stay_Intention 
INT_mean Pearson 
Correlation 
1 0.152 
Sig. (2-tailed) 
 
0.180 
N 79 79 
Stay_Intention Pearson 
Correlation 
0.152 1 
Sig. (2-tailed) 0.180 
 
N 79 79 
 
4.3  Need for Follow-up Data Collection 
From the quantitative results, follow-up data collection was needed to understand the 
quantitative results in depth. In the survey result, 44.8% of the survey participants answered that 
they undertook a unit of study in special and inclusive education at their pre-service level while 
47.1% of the participants answered they did not undertake a unit of study in special and inclusive 
education at a pre-service level. Seven people (8%) did not answer this question. Every pre-service 
teacher who graduates from initial teacher education programs in NSW has to have undertaken a 
unit of study in special and inclusive education during their initial teacher education programs 
(NESA, 2014). A question that emerged from these data is why more than half of the survey 
participants responded they had not taken a unit of study in special and inclusive education at their 
pre-service level, or did not know if they had taken this unit of study. Thus, the researcher decided 
to develop an interview question regarding to clarify whether the interviewees had completed a 
unit of study in special and inclusive education at a pre-service level to be included in Strand 2 of 
the study (i.e., the interviews).  
The survey result relating to subjective norms and their relationship with ECTs’ intentions to 
engage with inclusive practice showed that there was no statistically significant relationship. This 
survey result is in line with studies by Batsiou et al. (2008) and MacFarlane and Woolfson (2013). 
In these studies, it was found that subjective norms had no statistically significant relationship with 
teachers’ intentions to engage with inclusive practice (Batsiou et al., 2008: r =.15, p >.05, 
MacFarlane & Woolfon, 2013: B =.12, β =.12, p >.05). These studies were also quantitative studies 
so it is difficult to understand the influence of subjective norms on ECTs’ intentions to engage with 
inclusive practice in depth.  
In the survey results, the participants’ perceived behavioural control showed a statistically 
significant influence on their intentions to engage with inclusive practice and their future career 
intentions (β = .308, p = .004). With regard to ECTs’ attitudes towards inclusion, attitudes of the 
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survey participants towards inclusion showed a statistically significant impact on their intentions to 
engage with inclusive practice. Attitudes towards inclusion are considered the strongest predictor 
when engaging with inclusive practice in the current study (β = .322, p = .003). Studies by 
Ahmmed et al. (2014) and Yan and Sin (2014) showed that teachers’ attitudes towards inclusion 
had a statistically significant impact on their intentions to engage with inclusive practice. In the 
study by Ahmmed et al. (2014), teachers’ perceived behavioural control was the strongest predictor 
(β = +.38, p < .001). Yan and Sin (2014) concluded that attitudes towards inclusion was the 
weakest predictor (β = +.15, p <.001) while perceived behavioural control was the second strongest 
predictor (β = +.25, p <.001).  
A question that arises from these results is why the attitudes of ECTs towards inclusion in 
the current study had stronger influences on their intentions to engage with inclusive practice than 
ECTs’ perceived behavioural control. Also, the researcher wanted to know more about ECTs’ 
levels of perceived behavioural control to engage with inclusive practice, and what types of 
perceived behavioural control are needed to meet the needs of students with SENs in their class 
and why. Therefore, the researcher decided to include in the interview with ECTs a question about 
their attitudes towards inclusion and its relationship with their intentions to engage with inclusive 
practice. 
The survey results regarding the impact of school support on ECTs’ intention to engage with 
inclusive practice showed that there was no statistically significant relationship. In the literature 
examining teachers’ intention to engage with inclusive practice, support was considered one of the 
most significant variables. For example, a study of Sharma and Jacob (2016) highlighted that 
school support was necessary for teachers to engage with inclusive practice. Even though they did 
not include school support in their study because it was outside the scope of the study, they 
strongly suggested including school support to fully understand teachers’ engagement with 
inclusive practice. They suggested including school support to gain a deeper understanding of how 
school support influenced teachers’ engagement with inclusive practice in the future research. 
Ahmmed et al. (2014) also pointed out the importance of school support. The results in their study 
showed school support was the strongest variable for teachers’ engagement with inclusive practice 
than other variables.  
Unlike other studies (e.g., Ahmmed, 2014; Sharma & Jacob; 2016), there was no statistically 
significant relationship between school support and ECTs’ engagement with inclusive practice 
found in this study. Why did ECTs in the current study think that school support did not help them 
to engage with inclusive practice, unlike respondents in other studies? Were there school support 
types that were missing in the survey? Or did ECTs think the school support that they did receive 
was not useful? A quantitative study by Horne and Timmons (2009) insisted that school support 
was useful when it was based on the understanding of teachers regarding to their practice and 
beliefs about inclusion. They also suggested that conducting an in-depth interview was needed to 
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understand how school support impacted teachers’ intention to engage with inclusive practice. 
Based on the suggestion of the literature and the results of the current study, the researcher decided 
to explore how ECTs experience school support when engaging in inclusive practice in the class 
during the semi-structured interviews. 
Questions related to future career intentions were included in the interview questions. 
Although survey participants provided some information about their intentions concerning their 
future career in the current survey, the researcher wanted to know in greater depth the reasons 
behind their future career intentions. Further, the results from the current survey indicated that 
there was a small relationship between ECTs’ future career intentions and their intentions to 
engage with inclusive practice (r = .152). Also, it was shown that there was no statistically 
significant relationship between ECTs’ future career intentions and their intentions to engage with 
inclusive practice (p = .180). The previous literature showed that experience in engagement with 
inclusive practice such as managing students’ challenging behaviour, meeting diverse learning 
needs of students, and classroom management influenced ECTs’ decision making on their future 
career (e.g., Buchanan et al., 2013; DEST, 2006b). Questions arose as to why there was a small 
relationship between ECTs’ future career intentions and their intentions to engage with inclusive 
practice. Given these results, what influenced their career intentions? And what influenced their 
intentions to engage with inclusive practice? Thus, the researcher decided to include interview 
questions with regard to ECTs’ future career intentions and reasons behind their intentions.  
Table 4.7 shows the interview questions. The interview questions were developed based on a 
need for follow-up data collection and a link to the Theory of Planned Behaviour. Question 1 asked 
the interviewees background information. Question 2 asked principles of inclusion. Question 3 and 
4 were developed to ask about the interviewees’ perceived behavioural control. Question 5, 6, 7, 
and 10 asked about support to engage with inclusive practice at school. Question 8 and 9 asked 
about subjective norms. Question 11 was developed to discern the interviewees’ intentions to 
engage with inclusive practice. Question 12 asked the interviewees’ attitudes towards inclusion. 
Question 13 and 14 were developed to ask about future career intentions. 
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Table 4.7  
Interview Questions 
1. Have you ever undertaken a course that provided you an understanding of the Disabilities 
Discrimination Act and associated Standards? 
2. The education of students with disabilities in the general education classroom is found in 
many classrooms in Sydney, and Australia.  This is often referred to as ‘inclusion”.  What do 
you believe are the principles of inclusion?  
3. Have you taught any students with disabilities in your class before?  
Yes: How did you feel about your professional capacities to meet the needs of students with 
disabilities in your class?  
No: How do you feel about your professional capacities to meet the needs of students with 
disabilities in your class? 
4. What do you feel are essential professional capabilities if you are to meet the needs of 
students with disabilities in the general education classroom? 
5. Drawing on your teaching experience in schools, what level of support have you received, or 
do you receive, when teaching students with disabilities in your class?  What type of support 
do you receive?  How effective is it in supporting you to cater for students with disabilities?  
6. What supports at the school level do you believe are needed to support you to include 
students with disabilities in your class? 
7. Who in a school do you feel can provide you with the most valuable support, and why? 
8. Do school executives, school colleagues, learning support teacher and your mentor think that 
you should educate students with disabilities in your class? 
9. How did/does their opinion about whether you should educate a student with disabilities in 
your class influence your views about educating the student with disabilities in your class? 
10. How would you describe the professional position of school executives about educating 
students with disabilities in the mainstream class? What about school colleagues?; Learning 
and Support Teacher/Support Teacher; your mentor? 
11. From your experiences, how did you feel about educating students with disabilities in your 
class?   
12. Do you think all students – no matter their level of need – will be educated in the same 
classroom as their neighbourhood peers?  Why?   
a. What would need to happen to allow this outcome to be achieved?  
13. What makes you stay in the profession and why? 
14. Is there anything you would like to add about how you feel about educating students with 
disabilities in the regular classroom? 
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4.4  Chapter Summary 
In this chapter, the results of the survey were presented. Descriptive analysis and statistical 
analysis were implemented. In the descriptive analysis, respondents were mainly female ECTs and 
public school teachers. Over half of the respondents worked as full-time teachers. Around 70% of 
respondents reported they had previous experience with educating students with SENs.  
Multiple regression analysis was used to: (1) predict to what extent the three determinants 
influenced ECTs’ intention to engage with inclusive practice; (2) predict to what extent school 
support, past experience and perceived behavioural control influenced ECTs’ future career 
intentions; and (3) explore the correlation between ECTs’ intention to engage with inclusive 
practice and their intention to stay in the teaching profession. With the multiple regression analysis, 
the results showed that attitude towards inclusion and perceived behavioural control had a 
statistically significant effect on intention to engage with inclusive practice. School support and 
perceived behavioural control had a positive influence on ECTs’ intention to stay in the profession.  
When predicting the relationship between background variables and the three determinants 
using the PROCESS analysis, only school support had a positive effect on subjective norms. It 
appeared that there were no statistically indirect effects on ECTs’ intention to engage with 
inclusive practice depending on background variables through attitude towards inclusion, 
subjective norms and perceived behavioural control. When examining the correlation between 
ECTs’ intentions to engage with inclusive practice and their stay intention, there was a small 
correlation between these two variables. However, there was no statistically significant relationship 
between them.  
Using these results, 15 interview questions were developed. These questions address the unit 
of study participants would have taken in special and inclusive education as part of their pre-
service degree, attitudes towards inclusion, perceived behavioural control, subjective norms, 
intentions to engage with inclusive practice, and future career intentions. In the following chapter, 
the analysis process of interview data will be explained in details. Findings from semi-structured 
interview will be presented as well. 
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Chapter Five 
Qualitative Results 
 
The previous chapter presented the survey results and the demographic information of 
participants was described. Multiple regression was conducted to examine to what extent attitudes 
towards inclusion, subjective norms and perceived behavioural control influence ECTs’ intentions to 
engage with inclusive practice. The impact of previous experience with educating students with SENs, 
school support, and perceived behavioural control on ECTs’ future career intentions was also 
analysed by multiple regression. PROCESS was utilised to examine to what extent ECTs’ background 
information influences the attitudes towards inclusion, subjective norms, and perceived behavioural 
control and in turn, influences their intentions to engage with inclusive practice. Based on the survey 
results, a set of interview questions was developed.   
Semi-structured interviews were conducted following Strand 1. Fifteen interview questions 
were developed based on the results of the survey. After ethics approval was obtained, eight ECTs 
were recruited through an educator working in the field, but not related to the study. However, when 
the researcher contacted participants to schedule the interview, two ECTs did not respond. Thus, a 
total of six ECTs were interviewed. After each interview was finished, it was transcribed and analysis 
was conducted. This process was done for all six participants. Grounded theory was used as a guiding 
set of principles for analysis of the interview data as grounded theory has a systematic analysis 
process (Urquhart, 2013).  
This chapter was written following the analytic process of a grounded theory. It starts with the 
process of open coding, followed by axial coding then selective coding. At the end of the selective 
coding, the results from the semi-structured interviews will be presented.  
 
5.1  Level One: Open Coding 
Open coding is “the analytic process through which concepts are identified and their properties 
and dimensions are discovered in data” (Strauss & Corbin, 1998, p. 101). Open coding is the initial 
step in the analysis process of grounded theory. At this stage, a researcher reflects deeply on the 
nuances and content of the data (Birks & Mills, 2015).  
Prior to establishing open codes the researcher read through the entire transcripts. When 
developing open coding, the data are broken down into very small pieces. Then the researcher “names 
events and actions in the data and constantly compares them with one another to decide which belong 
together” by examining the data line by line or word by word (Harry et al., 2005, p. 5). Through this 
stage, a researcher reaches a decision on what is important in the data and is able to see the transcript 
in a more analytical way when the researcher reviews the whole interview (Urquhart, 2013).  
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Analysis was done by hand instead of using a software package such as N-Vivo. A software 
program helps a researcher manage data (Birks & Mills, 2015; Urquhart, 2013). However, the 
researcher received advice to familiarise herself with the basic concept of coding before using a 
software package (Urquhart, 2013). Thus, all transcripts in the current study were analysed by hand.  
Memo writing was also done while coding and it continued throughout the analysis process. 
Memo refers to a “specialized type of written records … that contain the products of … analyses” 
(Corbin & Strauss, 2008, p. 117). Memoing is an on-going activity so that the researcher is able to 
rely on memos done in the past, to revisit earlier thinking, and to reorient the researchers’ thinking 
with regard to the current study when the analysis process becomes complex (Birks & Mills, 2015). 
Another benefit of memo writing is that the researcher is able to manage the audit trail for the 
current study. Throughout memo writing, the researcher is able to consider unforeseen circumstances, 
planned activities, and any changes. The researcher is able to review what happens within the data 
through memo writing and store information. This leads the researcher to new insights (Corbin & 
Strauss, 2008).  
When working with data, the researcher interprets meaning of the interview data as outlined in 
Table 5.1. Memo writing helps the researcher extract meaning from the data by exploring, articulating, 
and questioning. Through this process, the researcher is able to increase theoretical sensitivity. Also, 
the researcher is better equipped to understand what has happened in the data (Birks & Mills, 2015).  
 
Table 5.1 
Types of Memos Considered within the Analysis of Interview Data (extracted from Birks & Mills, 
2015, p. 42) 
Your feeling and assumptions about your research 
Your philosophical position in relation to your research 
Musings on books and papers that you have read 
Potential issues, problems and concerns in relation to your study design 
Reflections on the research process, including factors that influence quality in your study 
Procedural and analytical decision making 
Codes, categories and your developing theory 
 
Table 5.1 lists what needs to be considered as part of memo writing. From this list the 
researcher was able to choose an appropriate type to undertake memo writing for the current study. 
Birks and Mills (2015) also advised to use titles that represent the context of each memo so that the 
researcher is able to “cross-reference efficiently within and between memos” (p. 43). Examples of 
memo in the study are as follows: 
 
Memo 10-Experienced Teachers  
T2 said she gain confidence from her experience with educating students with SENs. 
She spoke of her job-share teacher who is an experienced teacher. The job-share 
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teacher is an unofficial mentor who mentored T2 and gave her guidance. Also the job-
share teacher gave some ideas on how to teach students with SENs. From this 
comment, it seems to be important to have a mentor or an experienced teacher who 
can listen to ECTs' concerns regarding educating students with SENs and can give 
guidance and ideas. Other interviewees such as T1, T3, T4 also talked of having an 
experienced teacher who was a great help. ECTs could talk about their concerns and 
share strategies or ideas and the experienced teacher could give ECTs guidance with 
regard to educating students with SENs. A mentor or supervisor could do these roles. 
However, T2's experience was of an unofficial mentor, and other interviewees had no 
mentor or supervisor who could share this kind of experience. That might be why the 
ECTs in the interview mentioned mentors or supervisors because they had no help 
with regard to teaching students with SENs. 
 
 
Memo 7-The reason why School Learning Support Officers (i.e., SLSO) is required  
T1 said during the interview “other students are affected by other children’s 
behaviours”. T1 said a SLSO is necessary when engaging with inclusive practice. 
Maybe because of the fact that other students are affected by other children’s 
behaviour? Regular primary school teachers definitely consider and care about not 
only students with SENs but also students without SENs. This is the normal and right 
thing because they need to care about every student in their class. I think it is 
necessary to consider the negative and positive effects of students without SENs 
receiving SLSO assistance. If teachers focus on managing students’ challenging 
behaviour during the class, then other students would be isolated from teachers’ care 
and this would affect students’ school life at the end. I think T3 also mentioned this … 
"because even when I was trying my best there would still be big tantrums and 
emotional outbursts or things like that – it’s not easy dealing with that while you’re 
trying to teach the rest of the class as well. p.2" and "Another one is by looking after 
the rest of the class while I work with that student and helping the rest of the class. 
p.4" 
 
To analyse interview data in the current study, six interview transcripts were analysed by the 
researcher. When developing open coding, the researcher read one transcript and developed open 
coding. After finishing each transcript, the researcher moved on to the next transcript and developed 
open coding. This continued for the remaining transcripts. When developing open coding, the 
researcher constantly compared open codes and decided which belonged together which were then 
named. For example, an open code was named “Lack of Experience” from the  quote “IT sort of after 
few weeks of very calm and no unusual behaviour or anything and then sort of suddenly started, um, 
probably not very good because of sudden I didn’t have experienced to help him” (T1). When 
developing open codes from the transcript of T4, “I think if I had my own class and it was the 
beginning of the year and I knew I had a child with a disability I think would have felt almost 
incapable because of inexperience, because I don’t have experience with kids with disabilities”, it was 
also named Lack of Experience. This is because both teachers talked about lack of experience when 
they needed to engage with inclusive practice.  
An open code of Sharing Behaviour Management Strategies was named from comments made 
across all participants. Participant T2 commented: “I was prepared going into the classroom and so it 
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meant that especially because we’re in a job-share means that we have to have very similar behaviour 
management style, always that consistency.” (T2). When reading and developing open codes from the 
T4 interview, “so sometimes it’s just very simple.  It’s the most simple things like just having that 
there it really helps you” was also named as Sharing Behaviour Management Strategies. This is 
because T2 and T4 talked about their experience of receiving support from school colleagues. Table 
5.2 shows more examples of open codes. 
 
Table 5.2  
Example of Open Codes Developed from the Interviews 
Open codes Interview transcript 
Observation The counsellor coming and observing in class time 
 Going to other class observing if they have similar 
students 
Differentiation How do you differentiate at a curriculum level, at a 
programming level and programming 
 I think differentiation is always the key thing. 
Future career intention-Yes In five years? Teaching somewhere in the public 
education system. 
 Teaching a class 
 
I would say here still 
Counselling from counsellor Just having a meeting with the school counsellor led 
to a lot of things happening 
 There is a counsellor at the school that you would go 
and ask for advice. 
Yes-expectation of others ECTs teach 
students with SENs 
Yeah. I would think they do because we're very-our 
school is very disability heavy, if that makes sense. 
 Yeah, I would believe so 
Advice and guidance from more 
experienced teachers 
Having someone else saying hey I have tried this before 
why don’t you try this in your classroom  
  Just asking for advice and guidance from colleagues-
the more experienced teacher 
 
The most frequently presented open codes were A Unit of Study in Special and Inclusive 
Education Undertaken at Uni, SLSO, Advice and Guidance from More Experienced Teacher, Yes-
Expectation of Others ECTs Teach Students with SENs, and Future Career Intention-Yes. The 
following are examples of the most frequently mentioned open codes. Among the most frequently 
mentioned open codes, SLSO was the most dominant. SLSO was named when the interviewees talked 
about how they received support from a SLSO or required support to engage with inclusive practice. 
The examples of SLSO were, “they give me support with things like … they make sure that the 
student’s understanding everything that has been taught or to help them with their work” (T5), 
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“another one is by looking after the rest of the class while I work with that student” (T3) and “you can 
prepare the task yourself with the aide, you prepare itself” (T2). 
Advice and Guidance from more Experienced Teachers was also a frequently mentioned code. 
This code was named if the interviewees talked about how they received support from school 
colleagues. Examples of this code were, “having someone else saying ‘hey I have tried this before 
why don’t you try this in your classroom?” (T1), “ask some advice from colleagues, [and] 
professional colleagues” (T3), “just asking for advice and guidance from colleagues-the more 
experienced teacher” (T2), and “I go to the next-door teacher and ask like ‘what do I need to do 
specifically to help this child’” (T4).  
Yes-Expectation of Others ECTs Teach Students with SENs was a code presented a number of 
times across the interviewees. When the interviewer asked about whether other school staff members 
considered that ECTs needed to educate students with SENs, Yes-Expectation of Others ECTs Teach 
Students with SENs was coded if the interviewees answered ‘yes’ or talked about how they 
considered others’ opinion relating to ECTs educating students with SENs. Examples of this code 
were, “yeah, I would believe so. … in my experience most students … who have had disabilities have 
been in mainstream classes.” (T5); “well, yes. … Given them [students with SENs] more in the 
mainstream setting yes they [teachers] have to do in a way.” (T1); “the people that I sort of spend 
most of the time with, yes definitely” (T2); and “yeah. I would think they do because we’re very-our 
school is very disability heavy, if that makes sense.” (T3).  
The actual language of interviewees was used as open codes as well. This is called ‘in vivo’ 
coding (Urquhart, 2013). ‘In vivo’ enclosed in single quotation marks in this study (e.g., ‘’). There are 
three different ways of using ‘in vivo’: (1) general terms which have significant meaning; (2) terms 
that the interviewee innovated; and (3) terms that are used in an organisational setting (Urquhart, 
2013). In the current study, for instance, ‘take home book’ and ‘reward chart’ were used as ‘in vivo’ 
codes. These terms are used in educational settings with specific meaning so these terms belong to the 
third way of using ‘in vivo’. The researcher continued open coding until categories began to form 
(Birks & Mills, 2015). A total of 159 open codes were drawn. A full list of open codes is listed in 
Appendix P.   
 
5.2  Level Two: Axial Coding 
The next step of analysis was to group open codes based on their commonality. This process is 
referred to as axial coding. Axial coding is the process of making connections within and between 
categories to “form more precise and complete explanations about phenomena” (Strauss & Corbin, 
1998, p. 124). In axial coding, the data fractured during the open coding is reassembled. When the 
researcher engaged axial coding, the open codes were constantly compared and contrasted to identify 
 109 
 
A
p
p
en
d
ix
 Q
 In
terv
iew
 a
x
ia
l a
n
d
 su
p
p
o
rtin
g
 o
p
en
 co
d
es 
common features by questioning the relationship between the “medium-level concepts”. Then the 
open codes were integrated into the “medium-level concepts” (Birks & Mills, 2015, p. 95).    
In the current study, the axial coding analysis started with the list of open codes. During the 
axial coding process, the researcher examined each open code and constantly compared and 
contrasted to discern commonalities. After that, similar open codes were grouped into categories. For 
example, open codes explaining the type of supports that interviewees received to engage with 
inclusive practice at the school level were grouped into the category of ‘Support’. Examples of the 
category of ‘Support’ were Observation, Referral, SLSO, Assessment, and Advice and Guidance from 
More Experience Teachers. The category of ‘Person Provides Support’ was created from open codes: 
experienced colleagues, unofficial mentor-emotional support, school counsellor, supervisor and SLSO 
when an open code was related to people who provided ECTs valuable support to engage with 
inclusive practice. The category of ‘Perceived Behavioural Control’ was created from the open codes: 
not great, worried, challenging, confidence, difficult, good, strong, anxiety, lack of experience, 
incapable, and tired. These open codes explained the interviewees’ professional capacity with regard 
to engaging with inclusive practice.  
During axial coding process, if there were codes that did not fit in any of the existing categories 
the codes were put aside, and reviewed after completing the first run through of all codes. On 
revisiting these codes and if they could not be placed within an existing category, a new category was 
created. The process of allocating open codes into a category continued until all of the open codes 
were allocated into a category. Initially, the axial coding process allowed a set of 16 conceptual 
categories to be created.  
After the list of open codes had been allocated, the researcher reviewed the categories, testing 
reliability and clarity. In undertaking these processes, sample sets of transcripts were given to an 
expert in the field of special and inclusive education. The expert was asked to code and categorise the 
same data. After that, the codes and categories that the expert made were compared with the codes 
and categories of the same data that the researcher made. This process continued until there was 
agreement in allocation. This led to the development of a consistent use of codes and categories in the 
current study. Through these processes, there was a chance to develop new codes and categories and 
clarify the meaning of some categories. Also, these processes prevented contextual influence and any 
bias that the researcher had developed during the process of analysis was challenged and removed 
(Harry et al., 2005).  
In the current study, a category of ‘Previous Experience’ was created. During the initial process 
of axial coding, there were categories of ‘Types of Disability of Students whom ECTs Taught’ and 
‘Types of the Student’s Challenging Behaviour’. These two categories were combined into ‘Previous 
Experience’ at the stage of testing reliability and clarity. This was because the interviews outlined the 
types of disability of students whom ECTs taught and their student’s challenging behaviour from 
previous experience. In a category of ‘Previous Experience’, examples of the following codes were 
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grouped: a student with challenging behaviour, a student with ODD, a student with hearing 
impairment, a student with visual impairment, a student with Autism, a student with ADHD, refusing 
to participate, leaving the classroom/absconding, hurting other children, lack of concentration, and 
outburst. The reliability check and clarification resulted in a total of 15 conceptual categories in the 
current study. Table 5.3 shows conceptual categories and examples of open codes subsumed under the 
conceptual categories. 
 
Table 5.3 
Axial Codes and Open Codes 
Special/inclusive education course undertaken at uni: Special/inclusive education course 
undertaken at Uni 
Principles of inclusion: Equal access, Universal Design for Learning, Child-centre environment, 
Flexibility, Differentiation, An Equal opportunity, Accommodation 
Previous experience: A student with challenging behaviour, A student with ODD, A student with 
hearing impairment, A student with Mental Health, Trauma and Emotional disturbance, A student 
with visual impairment, A student with Autism, A student with ADHD, Refusing to participate, 
Leaving the classroom/Absconding, Hurting other children, lack of concentration, task completion, 
input time, outburst 
Perceived behavioural control: Not great, Worried, Challenging, Confidence, ‘Difficult’, Good, 
Strong, Anxiety, Lack of experience, Incapable, Tired 
Attitude towards inclusion: Willing to teach students with SENs, a variety in the classroom is 
actually quite good, good for students without SEN to understand diversity, beneficial to students with 
SENs 
Support: Observation, Referral, SLSO, Counselling from learning support team, Counselling from 
counsellor, Assessment, Literacy support for the student, Parent meeting, Advice and guidance from 
more experienced teacher, Suggestion after parents meeting, Professional learning, Emergency 
funding, Aboriginal Liasion Officer, Learning support team, Counsellor, Helping writing IEP, 
‘Creating inclusive environment’, Support received from supervisor: Little support from supervisor, 
No support from supervisor, No supervisor, Support received from school colleagues: Emotional 
support, Sharing experience with teachers who taught the child in the previous year, Workshop, 
Sharing Proformas, Sharing behaviour management strategies, Collaboration, Support received from 
SLSO: Support students with SEN, Support students without SEN   
Effectiveness of support: "Too little too late", "Makes a student with SEN different", Makes 
different-SLSO, Very effective-SLSO, Make class easier, Helpful, Very good-resources, No direct 
support from principal 
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Table 5.3 cont’d 
Axial Codes and Open Codes 
Required support: Earlier support, Sharing experience with supervisor, Immediate meeting with 
parents with school counsellor, In-class support, Support from professionals, Proactive support, Extra 
time for planning, “Following up”, Resources-visual timetable, Sharing resources, Sharing strategies, 
Financial support, Observation of other teachers’ class, Access teachers help literacy, Access to a 
learning support teacher, Classroom resources, Access ICT, Sharing information sheet regarding to 
types of disability, School policy regarding to sharing positive behaviour management, Time to share 
strategies with school colleagues 
Strategies: “Take home book”, “Liking the parents” to student’s work at school, “Reward chart”, 
Feeling chart, Consultation with mentor, Research “best strategies for managing disruptive 
behaviour”, A lot of academic reading, Speak to many people, Task analysis, Cushion, Velcro under 
his desk, Creating risk assessment, Making sure the student understands everything, Emphasising 
rules, Consequences, Toy 
Person provides support: Experienced colleagues, Unofficial mentor-emotional support, School 
counsellor, Funding, Supervisor, SLSO 
Others' expectation about ECTs teaching students with SENs: Yes-Expectation of others ECTs 
teach students with SENs, Don’t-know:Expectation of others ECTs teach students with SENs 
Influenced others' opinion on ECTs about teaching a student with SENs: Ethods of inclusion, School 
attitude towards inclusion, High influence of school colleagues' opinion, School policy influences 
teachers, No influence as they are on the same page 
Professional position: Develop policy, ‘Creating inclusive environment’, Promoting universal 
design, Promoting adjustment for all students, Encourage teachers to create IEP, Let any student in 
the school even those who live “out-of area”, Arrange school support, Being a role model, No 
position-“look like they don’t care”, Overseeing the teaching of students with SENs, Reporting, 
Creating resources, In-class support, Helps create learning support programs, Work together and share 
information to support students with SENs, Encourage, Teach students with SENs, Students with 
SENs are provided “the equivalent learning to their mainstream peers”, Suggestions, Provide 
feedback, Preparing the task with teacher, Assisting teachers, Monitoring students during the class 
Future career intention: Future career intention-Yes, Future career intention-Yes but different 
position, Future career intention-don’t know 
Reason of their opinion about future career intention: Permanent position, Enjoy teaching, 
Rewarding, Dream job, Love job, Another dream to achieve, Does not think teaching as a long-term 
career, Move my heart, Enjoy doing library, Love to get to know every student in the school and 
rewarding, Like the library, reading and literature 
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5.3  Level Three: Selective Coding 
The third step of the data analysis was selective coding, defined as “the process of integrating 
and refining categories” (Strauss & Corbin, 1998, p. 143). This level of analysis is the final stage of 
analysis in the grounded theory approach based on Strauss and Corbin (1998). In selective coding, the 
researcher works with categories and decides “how they relate to each other and what stories they tell” 
(Harry et al., 2015, p. 5).  
Harry et al. (2015) suggested the first step of conducting selective coding is to create themes. 
Themes refer to the “underlying message or stories of these categories” (p. 5). To create themes, a 
question, used by Harry et al (2015), was applied in the current study: “what are the themes embedded 
in the conceptual categories?” (p. 6). To answer this question, the researcher created an excel 
spreadsheet and compiled the list of categories (Step 1). The researcher worked out categories which 
had a similar underlying message and listed them in the same column such as column A or column B 
(Step 2). After that, the researcher worked out a theme that encapsulated the categories under the 
same column (Step 3). Appendix R shows the steps for developing the themes.  
During this process, three themes were created: Teacher Variables, School Climate, and Future 
Career Decision. Categories which alluded to teacher’s opinion about attitudes, perceived behavioural 
control, their previous experience and strategies used to educate students with SENs were grouped 
under the theme, ‘Teacher Variables’. The theme named ‘School Climate’ included categories that 
alluded to the interviewees’ received support at schools, school staff members’ opinion about the 
interviewees need to educate students with SENs and its influence, and school ethos. Categories such 
as ECTs’ future career intentions and reasons why the interviewees possessed their intentions were 
grouped under a theme called ‘Future Career Decision’. These themes will be discussed in detail in 
the following sections. 
Once all categories were assigned to themes, a data analysis map was created. This map was 
retrieved from the work of Harry et al. (2015). As shown in Figure 5.1, the number at the left of the 
map shows that there are three levels in the analysis. The information in Figure 5.1 needs to be read 
from the bottom to the top. The list of open codes is not shown in Figure 5.1 as there were too many 
codes at level one. The full list of open codes subsumed under categories is shown in Appendix Q.   
During selective coding, categories are encapsulated into a core category in a grounded theory 
analysis (Birk & Mills, 2015). A core category refers to a category that covers what is going on in the 
area of research in a general sense. However, Strauss and Corbin (1998) said the integration of 
categories is not relevant for those whose research goal is “a set of findings” (p. 155). Thus, deciding 
on a core category was not addressed in the current study because the adoption of grounded theory 
was for data analysis. The following sections present the findings from the semi-structured interviews.  
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5.3.1 Teacher variables. The theme called Teacher Variables grouped categories that 
alluded to opinions that teachers held with regard to inclusive practice. Teacher variables captured 
categories that are attitudes towards inclusion; perceived behavioural control; strategies; principles of 
inclusion; special and inclusive course taken at a university level; and previous experience to educate 
students with SENs in the class. When asking whether they undertook a unit of special and inclusive 
education as part of their initial teacher education programs, five of the interviewees answered they 
had taken at least one unit of study in special and inclusive education at their pre-service level. 
Among the interviewees, one answered she had not taken any unit of study in special and inclusive 
education at per-service level. In this instance, the researcher provided a general overview of a unit of 
study in special and inclusive education based on NESA requirements, and asked the interviewee 
whether she remembered such a unit of study in special and inclusive education. However, she said 
she had not undertaken the unit. According to NESA (2014), initial teacher education programs have 
to address at least one unit of study with regard to students with SENs in NSW. It is assumed that she 
had studied a compulsory unit of study in special and inclusive education, but she might not 
remember it. 
During the interviews, some of the interviewees commented on the difficulty of applying the 
theory that they had learned at a pre-service level into practice. T4 had studied a theory-based course 
in special and inclusive education during her initial teacher education program. She commented that 
the theory she learnt at university was difficult to apply in practice. She reasoned that applying theory 
into practice was difficult because “different kids have different personalities”. Another interviewee 
also commented on how difficult applying theory they learnt at a pre-service level into practice. T1 
said a child-centred approach is one of the theories she had learnt at university. She said: 
I think that [a child-centred approach] can be really challenging when you face 
challenging behaviours. It can be hard to sit back and say OK, where is the behaviour 
coming from and what is the function of it, what, why are they behaving that way and 
what am I going to do to support them. That can be really hard with twenty other kids 
you’re trying to keep on task.  
 
T1 added a reason why applying the theory she learnt at university was difficult to apply into 
practice. She said “you sort of go in [to the teaching profession] after uni. You know you have a 
vague understanding of everything covered. … translating it [theory] sometimes it is harder than you 
think until you’re faced with it”.  
Although some of the interviewees commented on the difficulty of putting theory into practice, 
the interviewees as a group held positive attitudes towards inclusion. One of the interviewees 
mentioned that inclusion was good for teachers. T3 emphasised that inclusion made him a better 
teacher. He commented that “my practice has become sharper, my ability to differentiate has become 
better, [and] my behaviour management skills have grown”. He pointed out the importance of 
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teacher’s attitudes towards inclusion to educate students with SENs in the regular class. This was 
because if teachers have positive attitudes towards inclusion and think that inclusion is going to make 
them a better teacher, they would welcome students with SENs in their classroom and their school.  
T4 said she had seen some teachers whose attitudes towards inclusion was negative. Teachers 
with negative attitude towards inclusion were:  
not open to try new teaching strategies … They refuse to think how they can change as a 
teacher and because of that it [educating students with SENs] has been horrible for them. 
They’ve just been stressed out of their mind, they just hate it. They just think things are 
terrible … They put that kind of student on a computer all day or something like that and 
not really worried about them.   
 
T4 also added the importance of teacher’s attitude towards inclusion. She commented that those 
teachers whose attitudes towards inclusion was negative disadvantaged students with SENs. T4 
commented that inclusion depends on 
how keen the teacher is to help the child … If the teacher is aware of inclusion, he or she 
might go a step further to try and help them out … if the teacher – because I know some 
teachers who are just drained, not passionate, they don’t care, they would just leave a 
child or just constantly kick the child out-they wouldn’t do anything about it … I’ve seen 
a lot of that actually.  
 
Yan and Sin (2014) insisted that attitudes towards inclusion play as a significant variable when 
they engage inclusive practice. Teachers’ attitudes towards inclusion influence their engagement with 
inclusive practice in the class. This consequently impacts on students with SENs in the class (Lee, 
2010). Throughout the interview in the current study, the interviewees emphasised the importance of 
teachers’ attitudes towards inclusion. From the interview findings, it can be seen that teachers with 
negative attitudes towards inclusion were restricted by them in engaging with inclusive practice. 
Because of that, teachers with negative attitudes felt distressed and worried about engaging with 
inclusive practice. Consequently, this negatively impacts on students with SENs in their class. Unlike 
teachers with negative attitudes towards inclusion, teachers with positive attitudes towards inclusion 
go a step further to include students with SENs in their class (Lee, 2010).  
Some of the interviewees pointed out that inclusion was good not only for teachers but also for 
both students with and without SENs. Within inclusive environments students without SENs are able 
to establish and develop a greater understanding of diversity. T5 also commented that upholding the 
principles of inclusion provides a benefit for students without SENs. T5 said: “I think there’s 
definitely a benefit for students without disabilities who are able to get to know different people, 
diverse – have a greater understanding of diversity. I think that’s definitely a good thing”.
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T4 commented that inclusion creates diversity in the class. Because there are different 
educational levels of students in the class, teachers are able to create “peer support” environments 
(T4). Through peer support environments, students in the class were able to support each other and 
learn from it. Further, T4 added the advantage of student diversity in the class:  
if the teacher is good enough to … create an environment where students help each 
other, then within the students they build a good relationship where they want to help 
the students who sort of struggle, who need help and I think that’s really good for the 
students as well because that’s part of social life as well.  
 
As T5 and T4 mentioned, the European Agency for Special Needs Education (2003) said 
what is good for students with SENs is also good for students without SENs. The Agency (2003) 
pointed out the benefits of peer support within inclusion. Students with and without SENs receive 
benefits in cognitive, social and emotional areas of their development and learning. Students 
without SENs develop and maintain a deeper understanding of knowledge through explaining 
learning content to students who may need help. Students who need additional support learn better 
from those whose level of understanding is slightly higher than students who need help (European 
Agency for Development in Special Needs Education, 2003). The Agency (2003) also pointed out 
students with and without SENs will benefit from peer support where flexible and well-considered 
peer grouping is utilised. 
Most of the interviewees understood that differentiation was considered a principle of 
inclusion. The interviewees who mentioned differentiation as a principle of inclusion, focused on 
differentiation at a curriculum and a programming level. T5 expressed differentiation as “being 
able to modify learning experiences to ensure that each student is able to access learning 
experiences, on an equivalent basis”. T1 commented that differentiation was good for everyone 
and that all students, not only students with SENs, need differentiation. T1 further stated, 
“differentiating … means on all levels you know up and down, um, sometimes it’s the content that 
you teaching. Sometimes it’s the process the kids go through”.  
Equal opportunity and access to education to students with SENs was considered as one of 
the principles of inclusion by most of the interviewees. T3 commented that, “every student has the 
right to equally access the curriculum”. T4 also talked principles of inclusion as “they have the 
same access to learning as a student that wouldn’t have a disability”. 
Although most of the interviewees agreed that schools should provide access to education to 
students with SENs and agreed that students with SENs are educated in regular classroom, some of 
the interviewees were concerned that there could be a negative impact on students without SENs in 
the class. T3 said: 
I’ve got a colleague who has a student who regularly has massive tantrums, might 
rip apart lots of things on his wall and scream and yell and throw things around 
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the room. The students in that class may not have the same experience 
educationally as the students in a class without a student like that. So it is going to, 
in some ways, negatively impact them.   
 
Thus, it was mentioned that educating students with SENs in the regular school depended on 
the severity of disability that students have. T5 also commented that “students with mild 
disabilities could definitely … be placed in a mainstream setting … more severe or profound 
disabilities … may necessitate that they’re placed in a more specialised school”. T5 added that 
students with a severe or profound disability would be well catered for in a more specialised school. 
T6 also concurred that there could be a negative impact for students without SENs in the class. In 
T6’s class, there was a student with Autism who could demonstrate violent behaviour. Thus, every 
time the student had challenging behaviour, other students in the class needed to be evacuated. T6 
added this experience might have a negative impact on other students.  
Like the interviewees, Thomas and Loxley (2007) reported that some teachers may see 
limits to full inclusion and pose the idea that some students with SENs benefit from being educated 
within a special school. However, inclusion should not be viewed where or how students with 
SENs possibly benefit from an education. Teachers are the primary person who establishes an 
inclusive environment in their classrooms. Teachers may exclude students with SENs because of 
the “consequences of the way a teacher might apply meaning to disability as a problem to the child 
and/or to the rest of the children” (Hansen, 2012, p. 95). As a result, teachers produce a limit to 
diversity and make exclusionary processes by arguing whether inclusion or exclusion is for the 
benefit of students with SENs from a pedagogical point of view (Hansen, 2012). This exclusion or 
inclusion process should be viewed as investigating the “implications for students’ opportunities 
for participation” (Hansen, 2012, p. 95). 
Low perceived behavioural control on educating students with SENs in their class was 
dominant among the interviewees. One of the most commonly mentioned perceived behavioural 
control was ‘difficult’. Those who had taught a student with challenging behaviour described the 
difficulty of educating students with SENs. T3 shared his experience about how ‘difficult’ it was to 
educate a student with SENs, particularly those with challenging behaviour. T3 said:  
I found it [inclusion] difficult to be honest because even when I was trying my best 
there would still be big tantrums and emotional outbursts or things like that - it’s 
not easy dealing with that while you’re trying to teach the rest of the class as well. 
… This particular student, he could run out of the room up to 5 times in a session.  
T3’s biggest concern at that time was that T3 “could not leave my class and go after him 
and anything could happen to him and other students at that time”. Although T3 expressed his 
perceived behavioural control as ‘difficult’, he did not exclude the student from the classroom. 
Instead, he sought help to provide opportunities for student to participate in the class.  
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T1 described her first year of teaching experience as particularly difficult and challenging. 
She described how one of the students in her class exhibited challenging behaviour. The student 
often absconded, left the classroom, hurt other students and refused to participate. She sometimes 
had to drop everything because the student was leaving the class. She was worried about not only 
the student with challenging behaviour but the welfare of other students in the class as well. This 
was because students would imitate the child’s behaviour. She said, “that’s hard to see as well”. 
Although she received additional support such as classroom observation later, the student ended up 
moving to a different school. Yet, she had no chance to establish the skills and knowledge in how 
to cater for students whose behaviour was challenging. In her second year of teaching, T1 had a 
student enrolled in her class with a diagnosis of Autism. The student with Autism had a number of 
social needs such as learning to take turns. Although the challenging behaviour in the first year of 
teaching was not the same as the challenging behaviour of the student in the second year, and had 
not chance to establish the skills and knowledge, the experience allowed her to be more confident 
in working with and educating a student with Autism: “I dealt with that a lot better because of that 
[previous] experience”. The specifics of how this experience equipped participant T1 to better 
cater for the student with Autism was never unpacked. 
Although T1 mentioned that previous experience impacted positively on educating students 
with SENs, there were interviewees who did not concur with this idea. T5 said previous 
experiences made her more confident to educate students with SENs but it was still challenging. 
When engaging with inclusive practice, she said her confidence depended on similarity of previous 
experience and types of a student’s disability. This was similar to interviewees T4 and T6 as well. 
T6 said her confidence was based on how the current experience was similar to the previous 
experience and types of disability that a student held. All of these three interviewees commented 
that support from other school personnel was a great help in educating students with SENs with 
confidence. The support will be discussed in detail in section 5.3.2. 
Unlike other interviewees, T2 said she was confident in educating students with SENs.  The 
biggest difference between those who lacked confidence and T2 was having a person who could 
share their teaching strategies with all the time. Detailed information with regard to the types of 
support T2 received will be addressed in section 5.3.2.  
Although the perceived behavioural control of the interviewees was different, support 
appeared to influence the interviewees’ perceived behavioural control. Hosford and O’Sullivan 
(2016) also observed that teachers’ perceived behavioural control positively correlated with 
support (rho = .54, p < .001).  In the following section, how the interviewees conceptualised 
support they received and what support they required are discussed in detail. 
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5.3.2 School climate. The second theme, School Climate, consisted of school variables 
that influenced the ECTs to engage with educating students with SENs.  This theme included 
categories such as support; effectiveness of support; required support; professional position; people 
provide valuable support; school ethos; other’s expectation about ECTs; and influenced other’s 
opinion on ECTs about teaching students with SENs.  
All of the interviewees said support was a great help when educating students with SENs in 
the class. Support the interviewees mentioned included support from a SLSO, an experienced 
teacher, and a school counsellor. Particularly, support from a SLSO made a huge difference when 
they engaged with inclusive practice. All of them had experience with receiving support from a 
SLSO and considered their support to be the most valuable that they received from school. 
According to the interviewees, when there was a student with challenging behaviour, ADHD or 
Autism, support from SLSO was provided by the school. T5 commented the SLSO was 
“invaluable”. T3 also added the support received from a SLSO was valuable, adding:  
I have another student in my class and they’ve got high disability and whenever that 
student is in my class I have a teacher’s aide [SLSO] with that student at all times. So 
if that teacher’s aide [SLSO] wasn’t there, it would be very difficult to teach them.  But 
because there’s another adult in the room it makes a huge difference. I would say the 
support can make or break that student’s learning career in a lot of ways.  The support 
can help them access the curriculum, access school environment. It’s very, very 
necessary and helpful and makes them [a student with SENs] much more effective.  
 
T3 reasoned that, “the teacher’s aide [SLSO] was an extra hand so that ECTs were able to 
look after students without SENs while the teacher’s aide [SLSO] looked after a student with SENs 
if challenging behaviour appeared”. T5 also emphasised the importance of having an extra hand in 
the class: “It’s just difficult to do that [teaching students with SENs] if you’re on your own and you 
can’t really do that” (T5). T4 mentioned the importance of a SLSO as well, saying, "what I've seen 
in the classroom, the classroom teacher alone cannot support it [the whole class] because there is 
just too much going on, especially with the kids [students with SENs] that I've seen, so I think that's 
why [a] SLSO was more essential".  
T1 pointed out the caution of working with SLSO saying, "I think also [it] has to come with 
that teacher is still responsible with that child. So it is not you [a SLSO] take them and you [a 
SLSO] plan for them …  I always make sure I have plans for her [a SLSO] ... she is not sitting 
there planning". 
Although having a SLSO is a great help when the ECTs engaged with inclusive practice, a 
question remained whether support from a SLSO was the most appropriate support to students with 
SENs. If a SLSO is allocated to a student with SENs and constantly helping the student, the student 
may experience social separation from classmates. The student with SENs may over-rely on a 
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SLSO so that the student may hesitate to participate in classroom activities without a SLSO’s help. 
A SLSO also provides a student with SENs academic support if necessary. However, a SLSO is 
not always skilled in academic areas to provide instruction compared to the classroom teacher. 
Thus a student with SENs may be disadvantaged in regard to learning academic content. Also, if 
students with SENs have a SLSO who provides one-on-one support, teachers tend to provide 
students with SENs less attention because there is another adult to support students with SENs 
(Giangreco & Hoza, 2013). Thus, like T1 mentioned, teachers should keep in mind that teachers 
are still responsible for the students with SENs.  
Advice from more experienced teachers was the second most frequently mentioned support. 
One of the interviewees (T2) said that support from an experienced teacher was valuable for her. 
T2 was a part-time teacher and shared her job with a more experienced teacher. The more 
experienced teacher “mentored me and gave me guidance as well and some ideas” to educate 
students with SENs along with other students. Since they shared their position, they shared 
behaviour management strategies and constantly checked the behaviour management strategies to 
teach self-regulation strategies. Also, T2 had regular discussion with her job-share teacher to make 
sure that they used behaviour management strategies they planned together. For example, T2 had a 
student who struggled with maintaining attention for periods of time in the class. Because of his 
short attention span, he tended to disturb other students while other students worked on set tasks. 
T2 brought this issue to the job-share teacher and discussed about this challenging behaviour; they 
shared ideas about how to address the needs of the student. After the discussion, the job-share 
teacher and T2 tried to teach the student self-regulation strategies. Since the student was quite 
tactile, they first tried using a cushion to make him sit on but it did not work. After that, they 
applied another strategy which was sticking a bit of Velcro under his desk so that the student 
rubbed on that without disturbing anybody else. “The Velcro under the table sort of worked for 
him and that would settle him so he could do that but still be engaged” (T2). T2 and her job-share 
teacher used collaboration to problem-solve a strategy to support the student. Collaboration is a 
key in inclusive practice when changing the environment to provide the opportunity for the student 
with SENs to participate in learning on the same basis as other students. Collaboration with others 
helps teachers build capacity to educate diverse groups of students (Florian, 2017).  
Experienced teachers, particularly those who had previous experience with a student with 
SENs, were also people whom interviewees identified had provided valuable support to them. 
Participant T4, a casual teacher, said she had a student with challenging behaviour in a class she 
taught. The student with challenging behaviour had tantrums, cried, screamed and became violent 
if he did not get chosen during classroom activities by T4. So she went to a next door teacher and 
asked for advice. T4 said, “usually what I do is I go to like the same stage teacher, like a next door 
teacher, because you know in years, they’re grouped in years, their classroom. … ask like ‘what do 
I need to do specifically to help this child’”. When visiting the next door teacher, the next door 
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teacher shared a self-regulation strategy that they had used for the student with challenging 
behaviour to calm him down. After T4 used a self-regulation strategy, the student started to calm 
down. T4 commented that getting advice from a colleague (i.e., the teacher next door) with regard 
to educating the student with challenging behaviour in the class was effective, especially as she 
was a casual teacher. She said: 
Casual teachers were normally told on the day of teaching if there was a student with SEN 
in the classroom. They read the Individual Education Plan or researched strategies they 
could use for the student on the spot. Although they prepared strategies for the student, 
seeking advice from a next door teacher was more helpful than researching strategies on the 
spot. This is because classrooms are grouped in years so that teachers in the same year 
know the student better than other teachers who are in a different year.  
 
However, there was an interviewee who mentioned that support from experienced teachers 
was not a great help when engaging with inclusive practice. T1 was in Kindy so that there were no 
teachers who had taught the students before. Therefore, the support she received from teachers was 
emotional support. T1 said the emotional support she received was empathy such as “it is not all 
you, it is hard”. Receiving emotional support did not provide a great help for her to engage with 
inclusive practice as it did not address her need to become more knowledgeable in catering for the 
students in her classroom.   
Support from a school counsellor was also pointed out as valuable in catering for students 
with special educational needs. Support received from the school counsellor included advice and 
in-class observation. When T1 asked help for a school counsellor, the school counsellor was 
“coming and observing in class time”. The school counsellor then gave “their opinion on certain 
behaviours or strategies”. T1 not only sought help from a school counsellor but also tried to “try 
everything … going through whatever I could give a go to see what helped” to change practice and 
professional knowledge. Despite her consistent trying, the student ended up moving to a different 
school.  
Other support from a school counsellor was able to provide included access to other 
resources such as funding. T3 had a student with challenging behaviour. Initially the student did 
not have a diagnosis, so the ECT was unable to receive support except from advice from school 
colleagues. However, having a meeting with a school counsellor even though it was an informal 
meeting led to a lot of things happening. After the informal meeting, T3 put in incident reports; 
consistently told supervisors about the student’s behaviours; and created risk assessments. Then, 
T3 was able to apply for emergency funding so that he could get help in different ways to support 
the student with challenging behaviour in the class. From the emergency funding, he was able to 
get help from a SLSO an hour a day for a few weeks. After that, meeting with parents of the 
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student, learning support team, and school counsellor, formal funding was applied for so that the 
student was able to receive support from a SLSO in the classroom at all times.  
When asked about what support was required to educate students with SENs, interviewees 
unanimously nominated in-class support. This was because some of the interviewees felt like there 
was always concern that a student with SENs could be “left behind their peers” (T5, T6), “not 
coping well” (T4, T5), “not understanding the work and becoming disengaged from learning” 
(T5). In-class support included school colleagues, a learning support teacher, and a counsellor 
being able to come into the classroom to offer support. The great emphasis of having a SLSO was 
mentioned as required support. In particular, if there was a student with challenging behaviour, a 
SLSO was a necessary support. Although having a SLSO was emphasised greatly by the 
interviewees as required support, caution needs to be given not to over-rely on a SLSO. Instead of 
having a SLSO in the classrooms, researchers have suggested applying alternative support to 
educate students with SENs.  One suggested alternative support is co-teaching and peer supports 
(Giangreco & Hoza, 2013), yet this was not a strategy specifically mentioned by participant 
teachers.  
Participants identified support from professionals as an important part of support. For 
example, one of the interviewees (T1) had a student with Autism in her class. The student had 
occupational therapy outside of school. T1 contacted the occupational therapist and asked for 
possible strategies that she could use in the classroom. Applying their expertise the occupational 
therapist provided resources and ideas for the student during class. T1 said this was helpful when 
educating the student because the occupational therapist knew the student as well so that the 
student would get benefits during classes by resources shared by the occupational therapist.  
Not only providing resources but also providing information sheets regarding types of 
disabilities would be a great help (T4). She added “casuals go early in the morning too, so they 
have time. I think if they give that [information sheet] and if I just read that in the morning so get 
like a quick idea, I could do a little research. Like that just small information would help me much 
better”. Information sheets about a disability provide general information. However, care needs to 
be taken when reading an information sheet about a disability. Every student with SENs is different 
even though they have the same disability diagnosis such as ADHD or Autism. Thus teachers 
should not group students with SENs just because they have the same type of disability. Also, they 
should not understand individual differences of a student with SEN as “fixed states within 
individuals” (Florian, 2017, p. 248). Instead, teachers need to focus on individual characteristics 
and the personality of a student with SEN (Foreman & Arthur-Kelly, 2017). Further, individual 
differences need to be understood as the “interactions [italics in original]” between different 
variables such as teachers, executives, pupils, and pupils’ parents (Florian, 2017, p. 248).  
The interviewees generally thought school staff members expected ECTs to educate students 
with SENs in the regular class. However, some of the interviewees said they had never had a 
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chance to talk with school staff members about this topic. The importance of school ethos was 
raised when teachers upheld the principles of inclusion. Some of the interviewees emphasised that 
it was school ethos to actively involve students with SENs. The expectation was that teachers in 
the school would give access to the curriculum to all students, including students with SENs; 
teachers continually tried different strategies and adjusted support for these students. When the 
principle of inclusion was welcomed in the school, school staff members’ opinion of ECTs about 
teaching a student with SENs was highly influential. Thus, teachers worked together to educate 
students with SENs. 
Staff members where T3 worked were “regularly told it’s the law, that the Disability 
Standards we have to include these students, we can’t not have adjustments for them”. They had a 
workshop on how to write an IEP and wrote IEP’s with other teachers. There was a Learning 
Support Teacher who helped them to write an IEP if necessary whereas other interviewees talked 
about schools where they did not emphasise the importance of their professional responsibility to 
include all students.  T5 as a casual teacher was in contact with different schools and observed the 
influence of school ethos: “the way teachers approach students with SENs and how they approach 
teaching them in the class”. Teachers at the schools did not worry about students with SENs, and 
hence did not illustrate high expectations about what they could achieve.  
When asking about the professional position and role of the school principal, ‘creating 
inclusive environment’ was the most dominant idea that emerged from the interviews. T3 
commented that his principal was very active in “promoting to the staff in that she believes that 
universal design for learning, … in every kid should have an adjustment, … and make sure every 
teacher is creating personal learning support plans”. T3 added “she models very well how to be 
inclusive”. However, there was an interviewee, a casual teacher, who never talked about inclusive 
practice with school principals. She commented, “school executives don’t even talk about the 
topic”. Also there was another interviewee who answered that she did not know about the 
professional position of the school principal as she had not had a chance to talk about it.  
The role of learning support teacher was seen to “help students, help create learning support 
programs” (T3) and “care about students” to support their learning (T4). In these instances the 
interviewees saw the learning support teacher as working directly with the students. T1 commented 
that the role of learning support teacher was monitoring strategies which teachers used for a 
student with SENs. In this instance, the focus was on supporting the teacher to use practices that 
were more inclusive of all students.  
When asked about the professional position of the mentor/supervisor, three interviewees had 
a mentor/supervisor (T1, T2 and T5). T2 had an informal mentor who was her job-share teacher. 
Since they shared the curriculum and behaviour management strategies within the classroom, she 
brought the issue regarding the education of students with SENs to the job-share teacher. They 
worked together to manage the issue. T1’s mentor was a specialist in literacy so she felt she could 
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not bring the issue relating to educating students with SENs to her mentor. T5 has a mentor at one 
school. She went to the school to work in their library so her mentor was the principal. She said she 
had never talked about issues educating students with SENs with her mentor and any other issues 
since “I [T5] haven’t needed to go to her [the principal] for anything yet”. 
When asked about the role of school colleagues, teaching students with and without a 
disability was the most frequent (T2, T3, T4 and T5). T3 added the professional position of school 
colleagues as working together to support students with SENs. T3 said:  
We have try to teach them, give them access to the curriculum which is huge because 
it means often we’ll be trying, continually trying different strategies to try and support 
these students [students with SENs] and we will be doing it together. 
Collaboration with other school colleagues is one of the keys to implementing inclusion in 
practice. Collaboration provides students with SENs the opportunity to participate in learning on 
the same basis as other students in the class. Also, it builds teachers’ capacity to educate students 
with and without SENs (Florian, 2017).  
In this section, findings from the theme called School Climate were reviewed. Some 
inferences were made based on the findings. In the next section, findings from the theme called 
Future Career Decision will be reviewed and inferences will be made. 
 
5.3.3 Future career decision. The third theme, Future Career Decision, grouped 
categories that referred to the interviewees’ future career decision and reasons for this decision. 
Future Career Decision consisted of categories of ECTs’ intentions to stay in the teaching 
profession or not and reasons for their opinion about future career intention.  
Among the six interviewees, four of the interviewees wanted to stay in the teaching 
profession as a teacher for the next five years. The main reason to stay in the teaching profession 
was they loved teaching. One of the interviewees (T2) said, “teaching is one of the most important 
jobs in the world”. T4 also said she will be “teaching a class. Definitely just the fact that I see the 
students change”. T4 said that teachers can see students changing and growing not only physically 
but cognitively and emotionally. Sometimes students told them they, “love coming to school 
because they are having fun” (T4). She added watching students’ change “moved my heart”.  
Some days students’ behaviour made the interviewees’ days very challenging. However, the 
students’ behaviour did not seem to influence the intentions to stay in the teaching profession of 
the interviewees. They believed their teaching practice had become sharper through the early years 
of experience. Their ability to differentiate and behaviour management had grown as well. T1 
understood how challenges to engage with inclusive practice affected teachers, and drained them 
so they left the teaching profession. However, T1 said the challenges of engaging with inclusive 
practice had not affected her career decision because she loved teaching and teaching was her 
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“dream job” (T1). She said “I think certainly days I really, you know, being in tears because it 
was hard. There is always a new challenge but these never ever affect teaching”.  
From these findings, it is predicted that future career intentions that influence teachers are 
related to teacher resilience. Resilience refers to “the capacity to continue to ‘bounce back’, to 
recover strength or spirit quickly and efficiently in the face of adversity” (Gu & Day, 2007, p. 
1302). Resilience helps ECTs adjust to stressful or negative events by applying environmental 
and/or personal resources when facing adversity. Further, resilience assists ECTs to deal with any 
fatigue from burnout and stress in relation to teaching (Bowles & Arnup, 2016; Gribbs & Miller, 
2014).   
There were two interviewees who wanted to change their job in the next five years. This was 
because they were passionate about other things. One of the interviewees wants to stay in the 
profession but in a different position as a librarian. She said “I really enjoy doing library. I really 
like it. I just enjoy it. …I really love reading and I love literature”. She also liked “having the 
opportunity to get to know every student in the school”.  
Another interviewee had a “passion to share with people about how to have a relationship 
with God and Jesus” (T3). He added “even though I’m very passionate about teaching, that 
[sharing God with people] would be a stronger passion than my teaching passion”. He had a lot of 
wonderful times seeing people give their lives to Jesus and begin a relationship with God. He 
commented that would draw him out of teaching. 
 
5.4 Chapter Summary  
This chapter reported the process of the data analysis and the results of interviews 
undertaken after the analysis of the survey. The data analysis was conducted using the grounded 
theory analysis process. This was because a grounded theory analysis process provided systematic 
process analysis for the six interviews. At the first level of analysis, open coding, data was broken 
down into line by line then coded. A total of 159 open codes were drawn. At the second level of 
analysis, axial codes, open codes were grouped into categories based on the similarity of open 
codes. A total of 15 categories were drawn. During the selective coding, the 15 categories were 
subsumed under one of the three themes: Teacher Variables, School Climate and Future Career 
Decision. The findings of the data analysis were explained based on the three themes. Inferences 
were also made while presenting the findings. In the next chapter, the meta-inferences of the 
findings from the survey and the interview in the current study will be discussed.  
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Chapter Six 
Discussion 
 
The current study examined ECTs’ experience in engagement with inclusive practice and the 
relationship between their intentions to engage with inclusive practice and to stay in the profession 
using a mixed-methods research design. The study explored to what extent and how variables such 
as attitudes towards inclusion, subjective norms, perceived behavioural control, and background 
information influenced ECTs’ intentions to engage with inclusive practice, and their future career 
intentions, within a framework of the Theory of Planned Behaviour (Ajzen & Fishbein, 2005). An 
underlying assumption of the current study was that the experience ECTs had in engaging with 
inclusive practice would influence their intentions to stay in the teaching profession.  
According to the Theory of Planned Behaviour, one’s intention to perform a behaviour is 
formed through three related constructs: attitudes towards the certain behaviour, subjective norms 
and perceived behavioural control. These constructs are framed by background variables such as 
experience, education, and gender (Ajzen & Fishbein, 2005). To apply the Theory of Planned 
Behaviour in the current study, it was theorised that ECTs’ intentions to engage with inclusive 
practice are influenced by attitudes towards inclusion, subjective norms of significant others within 
a school, and perceived behavioural control. In addition, that ECTs’ intentions to stay in the 
teaching profession were influenced by attitudes towards teaching, subjective norms and perceived 
behavioural control. In the current study, attitudes towards teaching and subjective norms 
regarding intentions to stay in the teaching profession were not included to examine ECTs’ future 
career intentions. This is because one of the foci of the study was examining the relationship 
between ECTs’ experience with inclusive practice and their intentions to stay in the teaching 
profession.  
Background variables, identified through the review of the literature, included in the current 
study were: previous experience, successful completion of a unit of study in special and inclusive 
education undertaken at university, school support, and the number of years of teaching experience. 
Figure 6.1 is the theoretical framework presented in Figure 1.5 for better understanding of research 
questions. Based on the guidance of the research questions, how, and to what extent, ECTs’ 
experience with inclusive practice influenced their intentions to engage with inclusive practice and 
their intentions for their future career were examined. The research questions were formulated to 
undertake this examination:  
1. What are the variables that affect ECTs’ intentions to engage with inclusive practice? 
2. What background variables influence the attitudes towards inclusion, subjective 
norms, and perceived behavioural control and in turn, affect the intentions of ECTs 
to engage with inclusive practice? 
3. What are the variables that impact on ECTs’ future career intentions? 
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4. To what extent is there a correlation between ECTs’ intention to engage in inclusive 
practice and their future career intentions? 
 
In the previous two chapters, the data analyses of the survey and semi-structured interview 
were outlined. A total of 79 respondents completed the survey. Multiple regression and PROCESS 
were utilised for the survey data analysis. A total of six ECTs participated in the interviews. The 
interview data were analysed based on the analysis technique of grounded theory.  
In this chapter, the results from the survey and the interview of the current study will be 
discussed. When doing meta-inferences, the inferences obtained from the survey and interview 
results were integrated so that the researcher was able to obtain an overall conclusion (Teddlie & 
Tashakkori, 2009). While discussing the results, the existing literature in the topics will be 
addressed. The discussion will be triangulated with results from the survey and semi-structured 
interviews, and discussed in regards to the theoretical framework of the study – the Theory of 
Planned Behaviour.  Finally, the results will be juxtaposed in regards to the existing literature.  
 
6.1 Influences on ECTs’ Intention to Engage with Inclusive Practice 
The following sections will explore what influences ECTs’ intentions to engage with 
inclusive practice. To answer research question one, variables that influence intentions to engage 
with inclusive practice were specified into attitudes towards inclusion, subjective norms and 
perceived behavioural control, as theorised in the Theory of Planned Behaviour. Despite the 
Intention of 
engaging 
with 
inclusive 
practice (I) 
Perceived 
behavioural control 
(S) 
Subjective norms 
(N) 
Attitudes towards 
inclusive 
education (A) 
Figure 6.1. Re-presenting of  Figure 1.5: The Theory of Planned Behaviour and 
intention of engaging with inclusive practice and future career for ECTs 
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Past experience 
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emphasis on the importance of attitudes towards inclusion, subjective norms and perceived 
behavioural control when examining teachers’ intentions to engage with inclusive practice, there is 
very limited literature that has examined to what extent and how, attitudes towards inclusion, 
subjective norms and perceived behavioural control influence teachers’ intentions to engage with 
inclusive practice. Hence, the current study aimed to make a unique contribute to the previous 
literature. The following section begins with attitudes towards inclusion and their impact on ECTs’ 
engagement with inclusive practice. 
 
6.1.1 Attitudes towards inclusion. Attitudes are considered an important variable when 
teachers engage with inclusive practice (Sharma & Sokal, 2016). In the current study, respondents 
of the survey reported neutral to close to somewhat positive attitudes towards inclusion. The mean 
of respondents’ attitudes towards inclusion from the survey was 4.74. The interviewees 
demonstrated more positive attitudes towards inclusion. According to one of the interviewees (T3), 
he held positive attitudes towards inclusion because he considered inclusion made him a better 
teacher. He added “my practice has become sharper, my ability to differentiate has become better, 
[and] my behaviour management skills have grown” from engaging with inclusive practice.  
The interviewees also said that they had positive attitudes towards inclusion because it is 
beneficial to students with and without SENs. T3 commented that “that [inclusion] can be really 
good and they [students without SENs] have learnt something that other classrooms won’t learn”. 
T4 also commented on the benefit of inclusion:  
if the teacher is good enough to … create an environment where students help each 
other, then within the students they build a good relationship where they want to help 
the students who sort of struggle, who need help and I think that’s really good for the 
students as well because that’s part of social life as well.   
The interview results with regard to inclusion showed a positive influence on students 
without SENs is in line with previous literature. Jung and Kwon (2011) examined the effects of 
peer support on mathematical communication ability and inclination towards mathematic of peer 
tutors in Seoul, Korea. A total of four Year 5 peer tutors who had high achievement in mathematics 
were selected for the case studies. Each tutor was paired with a tutee that had low achievement in 
mathematics and helped them during the mathematics class. The participants were asked to 
complete self-evaluation, a journal and worksheets on a daily basis to examine mathematical 
inclination and communication ability. The result found that peer tutoring had a positive impact on 
peer tutors’ mathematical communication ability and inclination.  
Choi (2009) conducted literature reviews on the effect of peer tutoring on both students with 
and without SENs. Nineteen experimental studies from 1994 to 2008 were selected based on set 
criteria. Criteria for inclusion in the literature review included: (1) effectiveness of peer tutoring for 
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both students with and without SENs in regular classrooms; and (2) measuring academic 
achievement of students with and without SENs. Across the studies, it was found that peer tutoring 
throughout a class was found to be effective in academic, social, and behavioural achievement. 
The results from the current study with regard to ECTs’ positive attitudes towards inclusion 
are in line with the previous literature as well. In a study by Hwang and Evans (2011) involving 
Korean teachers, ECTs had more positive attitudes towards inclusion than teachers in other stages 
of their careers. A total of 31 teachers participated in the study. They were asked to complete the 
Inclusion Questionnaire for Educators (Salend, 1999). There were eight ECTs and 23 teachers in 
different career phases. Six out of eight ECTs held positive attitudes towards inclusion while six 
out of 23 teachers held positive attitudes towards inclusion in different career phases. Savolainen et 
al. (2012) also found attitudes towards inclusion had a negative relationship with the years of 
teaching experience among Finnish teachers (β = -.068, t = -.029, p < .05) and South African 
teachers (β = -.155, t = -.587, p < .001).  
Interestingly, although the interviewees in the current study held positive attitudes towards 
inclusion, most of the interviewees welcomed inclusion as long as academic levels of students with 
SENs were not too discrepant from others because it would make it difficult for them to follow the 
academic content. This result is in line with a study by Evans and Lunt (2002). A questionnaire 
survey and focus group were implemented to investigate the views of teachers in relation to 
inclusion in England and Wales. A total of 60 respondents completed the survey. The results from 
the survey showed that teachers were reluctant to include students with challenging behaviour and 
learning difficulties whose academic levels were significantly lower than other pupils in the same 
Year. However, Hansen (2012) insisted that teachers should not limit students with SENs based on 
how and where students with SENs possibly learn, and the disability diagnosis. Instead, teachers 
should focus on investigating how to increase opportunities for students with SENs to access and 
participate in education on the same basis as their peers without SENs.  
Literature regarding pre-service teachers’ attitudes towards inclusion showed that pre-
service teachers held positive attitudes (e.g., Forlin et al., 2009; Kraska & Boyle, 2014). Generally, 
it is expected that pre-service teachers retain their positive attitudes towards inclusion as they enter 
and progress within the profession. However, there was limited literature which examined ECTs’ 
attitudes towards inclusion to understand why they hold such attitudes. Thus, the results from the 
current study contribute to the literature regarding the development of teacher attitudes towards 
inclusion from the conclusion of pre-service programs and into the early stages of the profession.  
In the present study, ECTs who participated in the survey had somewhat positive intentions 
to engage with inclusive practice (M = 6.15). The relationship between ECTs’ attitudes towards 
inclusion and their intentions to engage with inclusive practice was examined. According to the 
survey results, ECTs’ attitudes towards inclusion had a statistically significant impact on their 
intentions to engage with inclusive practice (β = .281, p = .016).  
 130 
 
This result was supported in the interview results. The interviewees thought their attitudes 
towards inclusion were one of the most important variables to enact the principles of inclusion in 
practice. The interviewees emphasised the importance of teachers’ positive attitudes towards 
inclusion. T4 commented that: “If the teacher is aware of inclusion, he or she might go a step 
further to try and help them out”. During the interview, interviewees compared teachers they knew 
with positive attitudes towards inclusion to teachers with negative attitudes towards inclusion. The 
teachers with negative attitudes towards inclusion were not worried and did not care about students 
with SENs in their classrooms; they did not try anything as a teacher to support students with SENs 
to participate in the class. One of the interviewees (T4) reported how they had witnessed a teacher 
who they felt had negative attitudes towards inclusion put students with disability on a computer 
all day. 
As the interviewees held positive attitudes towards inclusion, they talked about actively 
engaging with inclusive practice in different ways. They differentiated learning content, adjusted 
curriculum through examining sequencing of content, and accommodated students with SENs 
through re-arranging the classrooms environment. They also used behavioural management 
strategies to support students’ behaviour and reduce those behaviours that were challenging within 
the classroom environment.  
The results of the current study are in line with previous literature in advocating the 
importance of attitudes towards inclusion on teachers’ intention to engage with inclusive practice. 
Ahmmed et al. (2014) affirmed the significant influence of teachers’ attitudes towards inclusion 
and their intentions to engage with inclusive practice (β = + .26, p < .001). The relationship 
between teachers’ attitudes towards inclusion and intentions to engage with inclusive practice is 
also seen in a study by Yan and Sin (2014). Although participants in the study by Yan and Sin 
(2014) held slightly negative attitudes towards inclusion (M = 2.39), there was a statistically 
significant relationship between attitudes towards inclusion and intentions to engage with inclusive 
practice (β = .15, p < .01). Batsiou et al. (2008) also reported a positive relationship between 
teachers’ attitudes towards inclusion and their intentions to engage with inclusive practice (r = .55, 
p < .001). These results of these studies and those reported in this thesis did not include any 
specific information about the nature of the practices within classrooms.  
Jordan, Schwarts, and McGhie-Richmond (2009) reviewed the literature to examine the 
impact of teachers’ attitudes towards inclusion on their intentions to engage with inclusive practice. 
They collected literature which supported the adaptation of the Classroom Observation Scale (COS: 
Jordan & Stanovich, 2004; McGhie-Richmond, Underwood, & Jordan, 2007) and one-on-one 
Pathognomonic-Interventionist (P-I) interviews.  
The COS consists of four parts: predominant teaching style, interaction with a student with a 
disability, interaction with a student at risk, and student engagement. In the part addressing 
predominant teaching style, the researchers rated teachers’ engagement on a 7-point scale 
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observing how teacher-student instructional interaction was addressed with one or more students 
without SENs. If the teacher did not interact with students without SENs, the observer checked the 
lowest score. The observer observed the teacher check student work and moved on, and “teacher 
transmits” questions or instruction (Jordan et al., 2009, p. 536).  If the teacher engaged students to 
extend the students’ thinking at “high levels of cognitive engagement”, the observer rated the 
highest point on the COS (Jordan et al., 2009, p. 536).  
In the section of interaction with a student with a disability, the same 7-point scale was used 
to observe how the teacher interacted with a student with a disability. In the third part, the 7-point 
scale was used to observe how the teacher interacted with students at risk. The observer observed 
classroom activities and recorded how the teacher engaged students at risk in instruction to meet 
the needs of the students at risk. In the fourth part, five items were included. The items included 
teachers’ engagement with all students, addressing a clear goal, and maintaining students’ response 
rate in teacher-centred activities. The observations were done in the half day during which English, 
science, and mathematics were taught.  
The P-I interviews asked the teachers concerning their beliefs about inclusion; their roles 
and their responsibilities to educate students with SENs as a teacher; and their experience engaging 
with inclusive practice. The interviewers scored aspects of a teacher’s beliefs from 
‘pathognomonic’ to ‘interventionist’. If a teacher’s beliefs represented ‘pathognomonic’, the 
teacher believed educating students with SENs was beyond their ability because the teacher 
attributes the progress of students with SENs to the students’ internal characteristics. On the other 
hand, if a teacher’s beliefs were close to ‘interventionist’, the teacher tended to believe the teacher 
has responsibility to all of their students and tried to remove barriers that prevented students with 
SENs accessing an education program. In their review, a total score of the COS had a positive 
relationship with the P-I interviews (β = .321, p < .05). Based on the result, Jordan et al. (2009) 
concluded that if teachers’ beliefs were close to ‘interventionist’, the teachers engaged more 
effectively with educating all of their students in their classes than those teachers with a 
‘pathognomonic’ perspective. 
From the results of the current study and of the previous literature, it appears that if ECTs 
hold positive attitudes towards inclusion and have a chance to engage with inclusive practice, they 
are more likely to engage with inclusive practice than teachers with negative or neutral attitudes 
towards inclusion. 
As apparent by the results of the current study, having positive attitudes towards inclusion is 
significant when engaging with inclusive practice. A number of researchers examined what 
variables influence teachers’ attitudes towards inclusion (e.g., Berry, 2010; Stemberger & 
Kiswardsy, 2017; Sokal & Sharma, 2014). The most commonly included variables that impact 
ECTs’ attitudes towards inclusion were years of teaching experience, a unit of study with regard to 
special and inclusive education at a pre-service level, experience with educating students with 
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SENs, and school support with regard to inclusive practice. Thus, these variables were included 
and examined in regards to the impact on ECTs’ attitudes towards inclusion in the current study. 
The impact of these variables on ECTs’ attitudes towards inclusion will be discussed in detail in 
section 6.2 of this chapter. 
 
6.1.2 Subjective norms. According to the Theory of Planned Behaviour (Ajzen & 
Fishbein, 2005), subjective norms have an influence on an individual’s behaviour. Applying the 
Theory of Planned Behaviour to the current study, it appeared that subjective norms influenced 
ECTs’ intentions to engage with inclusive practice. However, in the area of subjective norms, there 
has been limited literature compared to the areas of teachers’ attitudes towards inclusion and their 
self-efficacy in engaging inclusive practice. Therefore, there was a need to examine to what extent 
subjective norms influenced ECTs’ intentions to engage with inclusive practice. Subjective norms 
in the current study were relevant people’s opinion about ECTs educating students with SENs in 
their classroom. Relevant people in the current study included a school principal, a mentor, school 
colleagues, a learning support teacher, and parents of students with SENs.  This set of relevant 
people goes further than the few studies that have examined subjective norms, where they focused 
primarily on the opinions of the principal.  
The survey respondents answered, to a large extent, they were expected to engage with 
inclusive practice by relevant people (M = 5.62). This trend was observed through the interviewees 
as well. Most of the interviewees answered that the relevant people expected them to engage with 
inclusive practice in class, although some of the interviewees had not been asked directly by the 
relevant people about this topic. T3 reasoned why they thought the relevant people would expect 
them to educate students with SENs in their class as following:  
we have a lot of students with [a] disability and nearly every class has students who 
need adjustments … We know we have [to] try to teach them, give them access to the 
curriculum which is huge because it means often we’ll be trying, continually trying 
different strategies to try and support these students and we will be doing it together.  
T1 also reasoned why the relevant people expected her to educate students in the class: “Yes. 
… We know all of us to be catering for every child in the class”. The result of the current study 
echoed a study by Yan and Sin (2014). In their study, respondents also thought that people such as 
school colleagues, parents of students with and without SENs, and the public expected them to 
educate students with SENs (M = 2.66).  
The current study examined the relationship between subjective norms and ECTs’ intentions 
to engage with inclusive practice. The result in the current study showed that ECTs tended to 
increase their intentions to engage with inclusive practice if they perceived the relevant people 
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thought ECTs should educate students with SENs in the class. However, no statistically significant 
relationship was found (β = .013, p = .900).  
It might be inferred why there was no influence of subjective norms on ECTs’ intentions to 
engage with inclusive practice through the interview results. There were some interviewees who 
answered that relevant people did not influence their intentions to engage with inclusive practice. 
One of the reasons for the limited influence was captured in the following statement: “we’ve got 
the same opinion so it’s not really influenced” (T2). In contrast, another reason was, “I don’t know 
actually because we haven’t actually talked about anything based on students with disability” (T4).  
The survey results with regard to the impact of subjective norms on intentions to engage 
with inclusive practice in the current study are in line with studies by MacFarlane and Woolfson 
(2013) and Batsiou et al. (2008). Batsiou et al. (2008) examined the influence of subjective norms 
on teachers’ intentions to engage with inclusive practice. They found that there was no statistically 
significant influence of subjective norms on teachers’ intentions to engage with inclusive practice 
(r = .15, p > .05).  
In the study by MacFarlane and Woolfson (2013), principals’ opinion about teachers 
engagement with inclusive practice did not predict the teachers’ intentions to engage with inclusive 
practice (β = .12, p > .05). In reporting these findings, MacFarlane and Woolfson (2013) 
recommended including other members of the school community to represent relevant others to 
examine their influence on the teachers’ intentions to engage with inclusive practice. The survey 
results of the current study showed that other school staff members’ opinion had no statistical 
influence on the ECTs’ intentions to engage with inclusive practice. The qualitative data showed, 
however, that for implementing inclusive practice and meeting the diverse learning needs of 
students at schools, communication with school staff members was an important strategy. 
Throughout communication with school staff members, a collaborative working environment could 
be established (Florian, 2017; Messiou et al., 2016).  
While some of the interviewees had an opinion that relevant others (i.e., subjective norms) 
did not influence their intentions to engage with inclusive practice, there were others of the opinion 
that there was an influence from these relevant persons for ECTs’ intentions to engage with 
inclusive practice. T3 commented that:  
I think it’s super important to have a staff that actively is supportive and encouraging 
of inclusion and knows we have to include these students; like we’re regularly told it’s 
the law, that the disability standards we have to include these students, we can’t not 
have adjustments for them. … We know we have to try to teach them, give them access 
to the curriculum, which is huge because it means often we’ll be trying, continually 
trying different strategies to try and support these students and we will be doing it 
together.  
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T3 added that:  
We have a lot of students with disability and nearly every class has students who need 
adjustments; whereas some other schools that I’ve taught at might only have one or two in 
the whole school of like 700 or 800 students. … So in my class I’ve got to write 7 personal 
learning support plans.  I have 20 kids in my class. … A lot of other teachers in my school 
are like that. 
T5 also commented that “I really think that … the opinion of the school as a whole can 
definitely influence the way teachers approach students with special needs and how they approach 
teaching them in the class.”   
The interview comments of T3 and T5 of the current study support findings by Yan and Sin 
(2014). In their study, subjective norms were the most powerful predictor of intentions to engage 
with inclusive practice. However, before conducting their study, Yan and Sin (2014) expected 
subjective norms were the least powerful predictor of intentions to engage with inclusive practice. 
The researchers assumed that the results were different from other studies such as Batsiou et al. 
(2008) and MacFarlane and Woolfson (2013) because these studies were conducted in different 
countries with different cultures (e.g., Scotland, Cyprus, and Greece). Yan and Sin (2014) 
suggested that more studies from different cultural perspectives were needed to support their 
results. The interview results of the current study showed that the difference was not because of 
cultural difference. However, as only six interviewees participated in the current study, the 
interview results are difficult to generalise.  
McGhie-Richmond et al. (2013) studied what influenced teachers’ perspectives of inclusion. 
Data were drawn from both a survey and in-depth interviews. The Diversity, Individual 
Development, Differentiation survey (DIDD; Lupart, Whitley, Odishaw, & McDonald, 2006) was 
completed by 123 Canadian primary and secondary teachers.  For the in-depth interviews, a total of 
34 interview questions were asked and answered by 14 teachers. The qualitative methodology 
described by Irvine, Lupart, Loreman, and McGhie-Richmond (2010) was used to analyse the 
interview data.  
McGhie-Richmond et al. (2013) reported that communication between school staff members 
was one of the most significant variables that impacted teachers’ perspective of inclusion. An 
inference from this study, and the current one, is that agreement between staff, including relevant 
others, is key for pursuing intentions to be inclusive. This agreement could result in collaboration 
about how to be inclusive, as well as providing the opportunity to air possible differences of 
opinion. This aspect of inclusive practice (i.e., collaboration, types of collaboration, level of 
collaboration) and its links to subjective norm could be the subject of future studies.  
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6.1.3 Perceived behavioural control. Within the Theory of Planned Behaviour, 
perceived behavioural control is one of the variables that impacts intentions to engage with 
inclusive practice. Ajzen and Cote (2008) define perceived behavioural control as an individual’s 
perceptions of their capacity to perform the behaviour (Ajzen & Cote, 2008). Perceived 
behavioural control in the current study is ECTs’ perceptions of their capacity to engage with 
inclusive practice.  
Survey results of the current study showed that the respondents believed they were to some 
extent capable of educating students with SENs (M = 5.54). This finding extends the previous 
literature. For instance, Yan and Sin (2014) indicated that the level of confidence in educating 
students with SENs reported by respondents was modest (M = 2.65). A study by Sharma and Sokal 
(2016) also presented the respondents showed efficacy in engaging with inclusive practice to 
‘some extent’ (M = 5.07). 
However, the interviewees in the current study presented some differing perceptions from 
the survey results. The most dominant answer relating to perceived behavioural control was 
‘difficult’ and ‘challenging’. T3 said, “I found it [inclusion] difficult to be honest because even 
when I was trying my best there would still be big tantrums and emotional outbursts or things like 
that - it’s not easy dealing with that while you’re trying to teach the rest of the class as well”. This 
is in line with a study by Lindsay, Proulx, Thomson, and Scott (2013). In their study, a total of 13 
teachers who had experience with educating students with Autism participated in in-depth 
interviews to understand barriers and required support to educate students with Autism in their 
classroom in Ontario, Canada. The teachers responded that generally they had difficulty engaging 
students with Autism in the class. Teachers reported to Lindsay et al. (2013) examples that focused 
on the students (e.g., students’ tantrums when asked to move from one activity to another). There 
was little evidence of how teachers thought they could change classroom factors to reduce 
unwanted behaviours (e.g. use of visual prompts as an advanced organiser of the daily schedule).   
T4 articulated that engaging with inclusive practice was challenging “because of 
inexperience”. T6 also said engaging with inclusive practice was challenging, while T1 reported 
that her first year of teaching experience was challenging. She reasoned it was a challenging 
experience because, “I didn’t have experience to help him [a student with challenging behaviour]”. 
Unlike other interviewees, she answered that she had gained more confidence to engage with 
inclusive practice at the time of interview. She said:  
I do have a student started last term who has diagnosed Autism and that you know I 
dealt with that a lot better because of that [last year] experience. …  and in saying 
that we are not talking that kind of the same challenging behaviours, umm, but I am 
saying that it makes a difference, that confidence.  
There was one interviewee (T2) who answered that she was confident in educating students 
with SENs in her class. The biggest difference between those interviewees who found it 
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challenging or difficult to engage with inclusive practice and T2 was that T2 had a person who she 
could constantly share professional knowledge about teaching strategies and behaviour 
management. In section 6.2 the variables and reasons why they felt ‘difficult’, ‘challenging’, or 
‘confident’ will be discussed based on variables such as previous experience, a unit of study in 
special and inclusive education at a pre-service level, support, and the number of years’ teaching 
experience. 
The results of the survey indicated that ECTs’ perceived behavioural control had a 
statistically significant influence on their intentions to engage with inclusive practice (β = .246, p 
= .036). This was supported through the interview results. For example, one of the interviewees 
(T4) reported that she found engaging with inclusive practice challenged her ideas of perceived 
behaviour control. She stated that at times she “would have felt almost incapable” when having to 
design and engage with inclusive practice. Unlike T4, T2 was confident in designing and engaging 
with inclusive practice to educate students with SENs in her class. T2 said she was confident in 
applying strategies such as differentiation or in developing adjustment. Through the interviews she 
showed a greater willingness to design and engage with inclusive practice.  
The results of the current study support and extend previous literature. For example, Yan 
and Sin (2014) indicated that perceived behavioural control influenced the respondents’ intentions 
to engage with inclusive practice (β =.25, p <.001). A quantitative study by Thoonen, Sleegers, 
Peetsma, and Oort (2011) had the same result as a study by Yan and Sin (2014). Thoonen et al. 
(2011) applied questionnaires to examine teachers’ self-efficacy in teachers’ teaching and students’ 
motivation. Questionnaires, developed from existing materials, consisted of four parts: students’ 
motivation, students’ motivational behaviour, classroom practices, and teachers’ sense of self-
efficacy. Although Thoonen et al. (2011) mentioned the components of the questionnaires, they did 
not address the name of the questionnaire used for their study. A total of 194 primary school 
teachers from schools in the Netherlands completed the questionnaire. The results drawn from a 
regression analysis showed that there was a statistically significant impact of teachers’ sense of 
self-efficacy on teaching practices. For example, those teachers who had a strong self-efficacy 
reported using cooperative learning in their class more than those who had a weak self-efficacy (b 
= .297, p < .05), as well as applying their differentiation to a greater extent (b = .436, p < .05).  
A study by Sharma and Jacobs (2016) also concluded that teachers’ perceived behavioural 
control had an impact on their intentions to engage with inclusive practice. In particular, teachers 
with strong self-efficacy on implementing teaching strategies such as differentiation or 
accommodations had more positive intentions to engage with inclusive practice (Sharma & Jacobs, 
2016). A literature review by Zee and Koomen (2016) also concluded that teachers who had strong 
self-efficacy tended to engage with inclusive practice more than teachers who had weak self-
efficacy. In their study, a total of 165 journal articles were selected based on criteria that they: (1) 
focused on self-efficacy on pre-service teachers or in-service teachers; (2) examined either direct or 
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indirect relationship of pre-service or in-service teachers’ self-efficacy on adjustment, teachers’ 
well-being, or classroom process; and (3) addressed quantitative methods. Those teachers who had 
a strong self-efficacy applied differentiation, made a number of goal changes, and employed a 
range of teaching strategies to educate all students within their classrooms.  The specific nature of 
these practices was not extensively discussed or elaborated on. 
 
6.2 Influence of ECTs’ Background Variables on Attitudes towards Inclusion, Subjective 
Norms, and Perceived Behavioural Control, and in turn, Effect on Intentions of ECTs to 
Engage with Inclusive Practice 
In the previous section, variables that influence ECTs’ intentions to engage with inclusive 
practice were presented. Specifically, ECTs’ attitudes towards inclusion, subjective norms, and 
perceived behavioural control were examined and discussed. Then, impact of attitudes towards 
inclusion, subjective norms, and perceived behavioural control of ECTs on ECTs’ intentions to 
engage with inclusive practice were discussed.  
In this section, ECTs’ background variables will be discussed to establish whether these 
influence attitudes towards inclusion, subjective norms, and perceived behaviour and in turn, affect 
their intentions to engage with inclusive practice. Background variables in the current study were: 
past experience with educating students with SENs; a unit of study with regard to special and 
inclusive education at a pre-service level; years of teaching experience; and school support. 
 
6.2.1 Past experience with educating students with SENs. In the survey results of the 
current study, 73.6% of the respondents answered that they had previous experience with educating 
students with SENs. In the interview results, all of the interviewees answered that they had 
previous experience with educating students with SENs.  
The survey results indicated that if ECTs had past experience with educating students with 
SENs, they less likely held positive attitudes towards inclusion. However, there was no statistically 
significant direct impact on attitudes towards inclusion (b = -.182, p = .388). One of the 
interviewees (T1) mentioned that her previous experience educating a student with SENs was 
challenging. The student with SENs had:  
very challenging behaviour, absconding, leaving the classrooms, umm, and refusing 
to participate, hurting other children, quite a different range of things. … You feel for 
the other children who it’s their first experience in school and it is necessarily 
affected by other children’s behaviours. … That’s hard to see.  
However, she still held positive attitudes towards inclusion. This was further supported 
throughout the interviews. T3 said he had a difficult experience in engaging with inclusive practice. 
He had a student with challenging behaviour. The student with challenging behaviour “run [ran] 
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out of the room up to 5 times in a session. … If he lost in a game or something like that, he may 
dive on someone else or hit someone and then scream”. Despite the fact that he had a difficult 
experience, T3 had positive attitudes towards inclusion. He thought inclusion:  
made me better as a teacher and … my practice has become sharper, my ability to 
differentiate has become better, my behaviour management skills have grown. I really 
think that it’s been good. … That [inclusive education] can be really good and they 
[students without SENs]’ve learnt something that other classrooms won’t learn. 
The results of the current study are in line with the previous literature. For example, a study 
by Galovic et al. (2014) reported that previous experience with educating students with SENs had 
no statistically significant impact on teachers’ attitudes towards inclusion (p > .05). Stemberger 
and Kiswarday (2017) also found that previous experience had no statistically significant influence 
on teachers’ attitudes towards inclusion (Cognitive: F = .054, df = 1, p > .05, Partial 𝜂2 = .000; 
Affective: F = .470, df = 1, p > .05, Partial 𝜂2 = .002; Behaviour: F = .000, df = 1, p > .05, Partial 
𝜂2 = .000).  
With regard to direct and indirect impact of past experience on ECTs’ intentions to engage 
with inclusive practice, survey results of the current study indicated that past experience educating 
students with SENs had a direct negative impact on ECTs’ intentions to engage with inclusive 
practice (b = -.149). However, there was no statistically significant direct (p = .214) impact on 
intentions to engage with inclusive practice.  
This result echoed the study by MacFarlane and Woolfson (2013). MacFarlane and 
Woolfson (2013) found that teachers’ previous experience with inclusive practice had a direct 
negative effect on teachers’ intentions to engage with inclusive practice (β = -.25, p < .02). In a 
qualitative study by Yeo, Chong, Neihart, and Huan (2016), semi-structured interviews were used 
to investigate how teachers’ previous experience affected the teachers’ willingness to engage with 
inclusive practice. A total of 202 primary school teachers participated in the interviews in 
Singapore. Interpretive Phenomenological Analysis (IPA) was used for coding and analysis. They 
found that teachers who had positive previous experience with engaging with inclusive practice 
were willing to engage with inclusive practice in the future. 
Similar to the result of the direct impact of previous experience on intentions to engage with 
inclusive practice, past experience had an indirect negative effect on ECTs’ intentions to educating 
students with SENs via attitudes towards inclusion in the current study (b = -.029). Like direct 
impact of past experience on intentions to engage with inclusive practice, there was no statistically 
significant indirect impact of past experience on intentions to engage with inclusive practice 
through attitudes towards inclusion (p = .452).  
Although there was no statistically significant indirect impact of past experience with 
educating students with SENs on intentions to engage with inclusive practice, the interviewees 
presented their willingness to engage with inclusive practice through their positive attitudes 
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towards inclusion. T1, who highlighted challenging previous experiences, continued to have 
positive attitudes towards inclusion; she said she intended to educate students with SENs. She said 
“I volunteered to have a student next year. I am quite interested in this field [inclusive education]”. 
Another interviewee (T3) also had previous experience and commented on the difficulties he faced. 
However, T3 had positive attitudes towards inclusion and intended to educate students with SENs. 
He said: 
every student has the right to equally access the curriculum … they all have the right 
to access the curriculum through adjustments. … I’m very willing to do that [engage 
with inclusive practice] and I’d say he [a student with SEN] made me a better teacher 
by being in my class.  
With regard to the indirect impact of past experience on intentions to engage with inclusive 
practice, the current study plays a pioneering role. This is because very limited literature has been 
published on this topic. Thus, it was difficult to find literature to support the results of the current 
study. One of the assumptions about the negative influence of the ECTs’ previous experience on 
intentions to engage with inclusive practice is the mediating aspect of ECTs’ attitudes towards 
inclusion. The only difference between the direct impact of previous experience and indirect 
impact of previous experience was attitudes towards inclusion as a mediator. More research is 
recommended to generalise the impact of teachers’ past experience educating students with SENs 
on intentions to engage with inclusive practice mediated by attitudes towards inclusion. 
With regard to the impact of previous experience on subjective norms, the results from the 
current survey found that ECTs’ past experience with educating students with SENs had no 
statistically significant influence (b = -.320, p =  .254). Also, past experience with educating 
students with SENs had no statistically significant influence on intention to engage with inclusive 
practice through subjective norms (b = .001, p = .960). In examining the data, two reasons for the 
survey results were posed after examining the interview results. One is that teachers had “the same 
opinion so it [school staff members’ opinion about educating students with SENs] is not really 
influenced” (T2). The other reason may be because they “haven’t actually talked about anything 
based on students with disability” (T4). T6 echoed a similar opinion, commenting that she had had 
no chance to talk about students with a disability with her school colleagues.  
Other interviewees assumed that school staff members would expect ECTs to educate 
students with SENs. However, the opinion with regard to the influence of previous experience on 
the ECTs’ intentions to engage with inclusive practice was different through subjective norms. T1 
answered that her school colleagues expected her to teach students with SENs. However, her 
intentions to engage with inclusive practice were influenced by her own professional interest in 
inclusion and inclusive practices.   
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T3 and T5 also answered that school staff members expected them to engage with inclusive 
practice. T3 emphasised the importance of subjective norms to engage with inclusive practice. He 
said:  
because I’ve been at some schools where it [inclusion] is not a big emphasis and it 
might be more likely that you might … not really worry about them [students with 
SENs]. … I think it’s super important to have a staff that actively is supportive and 
encouraging of inclusion and knows we have to include these students.  
T5 also pointed out the importance of school staff members’ opinion about educating 
students with SENs. T5 said, “in my experience … I really think that … the opinion of the school 
as a whole can definitely influence the way teachers approach students with special needs and how 
they approach teaching them in the class”. This view, however, appeared to be limited by the 
relatively short period of professional experience. 
The literature about subjective norms is very limited. Although there are some studies 
including subjective norms and teachers’ background variables to examine the impact of subjective 
norms on teachers’ intentions to engage with inclusive practice, very few studies included 
experience with educating students with SENs. Sharma and Jacobs (2016) included experience 
with educating students with SENs however, they did not examine the impact of previous 
experience on subjective norms.  
One point drawn from the interview transcripts was the importance of school ethos. School 
ethos is the product of school culture. School culture is to provide an accurate understanding of 
unwritten roles, expectations and norms of a school (Solvason, 2005). School culture is, a 
“school’s own unwritten rules and traditions, norms and expectations that seem to permeate 
everything; … what they talk about or avoid talking about, whether they seek out colleagues for 
help or don’t, and how teachers feel about their work and their students (Deal & Peterson, 1999, p. 
2-3).  
If school culture is to welcome diversity; to commit to offering educational opportunities to 
every student; to encourage school staff members to achieve inclusive practice; and to enlarge 
teachers’ capacity to engage with inclusive practice, school staff members would be fostered to 
engage with inclusive practice (Ainscow & Sandill, 2010). School culture will be discussed in 
greater detail in section 7.3.2.   
With regard to the impact of previous experience on perceived behavioural control, previous 
experience with educating students with SENs showed a positive relationship with ECTs’ 
perceived behavioural control. However, ECTs’ previous experience had no statistically significant 
impact on ECTs’ perceived behavioural control from the survey results of the current study (b 
= .146, p = .391). Similar findings are seen throughout the interviews. Three of the interviewees 
said that they were not confident in educating students with SENs, although all of the interviewees 
had previous experience with educating students with SENs.  
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T4, who had previous experience with educating students with Autism and visual 
impairment, said “I would feel I would be very incapable because of inexperience”. Further, 
“…because different kids have different personalities” (T4), she felt inexperienced, so she said she 
would feel less confident in her ability to educate students with SENs. T5 also mentioned that her 
perceived behavioural control depended on her previous experience and how it related to current 
educational circumstances. She added “each child is different, so it’s always a unique case”. T6 
also commented that she did not feel confident to educate students with SENs because everyone is 
different so that strategies that worked for a student with a SEN might not work for another student 
with a SEN. This comment alludes to a thread of conversation that all students are different, and so 
past experience is valuable to a certain point before one needs to address the specific needs of each 
student.  
The results of the current study are in line with a quantitative study by Chao et al. (2017) 
who examined the influence of previous experience on teachers’ self-efficacy in classroom 
management and strategies in teaching and learning. They found previous experience with students 
with SENs had no statistically significant impact on teachers’ self-efficacy in strategies in teaching 
and learning (β = -.05, p > .05). Teachers’ previous experience had no statistically significant 
influence on teachers’ self-efficacy in classroom management (β = .07, p > .05). The findings of 
the current study also support findings from a study by Forlin et al. (2014) who found that previous 
experience did not have an influence of teachers’ perceived behavioural control in engagement 
with inclusive practice (F(2,723) = 4.76, p = .009).  
Previous experience with educating students with SENs had no influence on ECTs’ intention 
to engage with inclusive practice mediated through perceived behavioural control (b = .030, p 
= .453). Although some of the interviewees mentioned that they gained confidence in educating 
students with SENs, they still had a general lack of confidence about educating students with SENs. 
T1 had a student with challenging behaviour in her first year of teaching. She had a student with 
Autism in her second year of teaching. She said the challenging behaviour of the student with 
Autism was different from the first student with challenging behaviour. Through the previous 
experience, she “dealt with that [challenging behaviour of the student with Autism] a lot better”. 
But she said “it [dealing with challenging behaviour] was definitely challenging”. T3 had 
experience with educating students with challenging behaviour and Autism. He said “I found it 
[educating students with SENs] difficult to be honest”.  
These two interviewees said they were willing to educate students with SENs although they 
had a lack of confidence in educating student with SENs. Again, a reason for their intention to 
engage with inclusive practice was their positive attitude towards inclusion and subjective norms. 
MacFarlane and Woolfson (2013) examined the influence of previous experience with 
teaching students with SENs on teachers’ intentions to engage with inclusive practice. They found 
there was a statistically significant negative influence of previous experience on intentions to 
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engage with inclusive practice (β = -.25, p < .02). However, similar to studies on the impact of past 
experience educating students with SENs on intentions to engage with inclusive practice via 
attitudes towards inclusion and subjective norms, there is limited literature examining the 
relationship between previous experience and ECTs’ intentions to engage with inclusive practice 
meditated by perceived behavioural control. The current study plays a pioneering role, and the 
implications for future research will be discussed later in this chapter.  
 
6.2.2 A unit of study on special and inclusive education at a pre-service level. In the 
survey results, only 39 respondents answered that they had completed a unit of study on special 
and inclusive education at a pre-service level. This comprised only 44.8% of the whole respondents. 
Forty-one respondents answered that they did not take such a unit while seven respondents did not 
answer this question. In the interviews, one interviewee answered that she had never taken a unit of 
study on special and inclusive education at a pre-service level while the other interviewees 
answered that they had.  
In the state of NSW, undertaking a unit of study on special and inclusive education at a pre-
service level is compulsory (NESA, 2014). The interviewer explained the contents of a unit of 
study in special and inclusive education to the interviewee who answered she did not take a unit of 
study in special and inclusive education. However, she said she did not take any unit of study in 
special and inclusive education during her initial teacher education program. Thus, it was 
impossible to ask why she did not take a unit of study in special and inclusive education at her pre-
service level. It is possible that she may have forgotten what she had learnt during her initial 
teacher education programs.  
Further study is required to understand why ECTs answered that they had not taken a course 
in special and inclusive education at a pre-service level. There is literature examining the 
background variables which influence teachers’ intentions to engage with inclusive practice (e.g., 
Ahmmed et al., 2014; MacFarlane & Woolfson, 2013). However, a course taken in special and 
inclusive education at a pre-service level was not included in their studies. Further, there is a need 
to examine whether courses in special and inclusive education at teacher education institutions 
have an impact on teachers’ engagement with inclusive practice. 
From the findings of the current study, no statistically significant impact of a course in 
special and inclusive education at a pre-service level on ECTs’ attitudes towards inclusion was 
found (b = .207, p = .23). Consequently, it was shown there was no statistically significant indirect 
impact from a unit of study in special and inclusive education undertaken at a pre-service level on 
ECTs’ intentions to engage with inclusive practice through attitudes towards inclusion (b = .035, p 
= .311). The findings from the interviews were similar to the survey results. All of the interviewees 
held positive attitude towards inclusion. However, their views towards a unit of study in special 
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and inclusive education at a pre-service level were not very positive. The interviewees pointed out 
the difficulty of applying theory into practice.T1 said:  
 I think also keeping the child at the centre of it, you know, I think that can be really 
challenging when you face challenging behaviours. It can be hard to sit back and say 
OK. But where is the behaviour coming from and what is the function of it, um, what, 
why they behaving that way and what am I going to support them. Um, that can be 
really hard with twenty other kids you’re trying to keep on task. … You can have all 
the theory in the world but that year of actual classroom practice makes a big 
different to me when I am approaching it.  
T5 reasoned the difficulty of applying theory into practice was because “each child is 
different, so it’s always a unique case I think”. T4 also discussed the difficulty of applying theory 
into practice. T4 said: 
I haven’t had any other sort of special course to deal with [a] disability other than 
university. But I feel that what they teach in university is not enough because it’s just one 
unit.  It’s based on theory.  … You will realise that theory sometimes is not useful. … So, 
because different kids have different personalities. 
As part of the ‘Inquiry into Students with Disability or Special Needs in New South Wales 
Schools’ held on 19th May 2017, it was suggested that there was a need for more preparation in 
initial teacher education programs based on special and inclusive education (Australian 
Association of Special Education , NSW Chapter, 2017). Recently NESA amended the 
requirements of the need from ‘one stand-alone unit of study in special education or by embedding 
them across the program of study’ to ‘in the stand-alone unit of study in special education and by 
embedding them across the program of study’ (J. Healey, personal communication, May 26, 2017). 
This change is seen to be a more direct approach because if special and inclusive education is 
embedded across the program in areas such as Literacy, Mathematics, and Science, pre-service 
teachers will have a greater chance to apply the theory learnt during a unit of study in special and 
inclusive education across different content and subjects. Later, pre-service teachers may 
remember what they have learnt at their initial teacher education program and apply the theory 
when they have a student with a SEN in their class. 
The findings from the current study are in line with previous literature. Ahmmend et al. 
(2012) included a course in special and inclusive education undertaken at a pre-service level to 
examine its relationship with attitudes towards inclusion. Pearson conduct-moment correlation 
coefficient was used to examine the relationship between these variables. They found that almost 
50% of the respondents answered that they did not take a unit of study on special and inclusive 
education at a pre-service level while 46.9% of the respondents answered that they had and 5.8% 
of the respondents had taken two or more unit of studies on special and inclusive education at a 
pre-service level. The results showed that there was no relationship between a unit of study on 
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special and inclusive education taken during the initial teacher education program and attitudes 
towards inclusion (r = .03, n = 708, p = .386).  
With regard to the impact of a unit of study in special and inclusive education at a pre-
service level on subjective norms, there were no statistically significant impact (b = .130, p = .574). 
There was no statistically significant impact of a unit of study with regard to special and inclusive 
education at a pre-service level on ECTs’ intentions to engage with inclusive practice through 
subjective norms either (b = .001, p = .961).  
Interview findings confirmed the results of the survey. They reported that school staff 
members believed that ECTs should educate students with SEN in the class by sharing opinions on 
educating students with SENs with school staff members instead of learning it at pre-service level. 
T1 said “Yes. … We know all of us to be catering for every child in the class”. T3 also said he 
knew school staff members expected him to engage with inclusive practice. T3 said “we’re 
regularly told it’s [inclusion] the law, that the disability standards [say] we have to include these 
students [students with SENs]” by school staff members, especially his principal. 
There is very limited literature which includes a unit of study in special and inclusive 
education to examine its influence on subjective norms and on intentions to engage with inclusive 
practice through subjective norms. Therefore, the findings from the current study could not be 
compared to other studies.  
With regard to the influence of a unit of study in special and inclusive education at a pre-
service level on ECTs’ perceived behavioural control, the survey results showed positive influence 
(b = .186). However, its impact on ECTs’ perceived behavioural control was not statistically 
significant (p = .180). Consequently, it was found there was no statistically significant influence of 
a unit of study with regard to special and inclusive education undertaken at a pre-service level on 
ECTs’ intentions to engage with inclusive practice through perceived behavioural control (b = .033, 
p = .296).  
The interview results supported the findings of the survey. None of the interviewees 
mentioned that a unit of study on special and inclusive education at a pre-service level helped to 
increase their perceived behavioural control when engaging with inclusive practice. Instead, they 
mentioned, again, the difficulty of implementing theory into practice. From this, it can be assumed 
that they may know what theory needs to be used in the classroom situation. However, they found 
it difficult to apply the theory into practice because of “inexperience” (T4), and that “each child is 
different, so it’s always a unique case (T5)”. As ECTs, inexperience is natural. One of the ways of 
increasing their experience is to provide opportunities to apply the theory in special and inclusive 
education across different subjects during their initial teacher education programs as recommended 
in the report by NESA (2014).  
The findings of the current study are in line with previous literature. Mader (2017) asserted 
that a single unit of study on special and inclusive education at a pre-service level is not enough for 
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ECTs to execute many tasks relating to inclusive practice and deal with the demands of the class. 
The teacher education institutions should design units of study to challenge pre-service teachers’ 
beliefs in learning located in students with SENs (MacFarlane & Woolfson, 2013). Sharma (2012) 
argued that incorporating a course with professional experience to apply what they learnt into 
inclusive practice is required so that pre-service teachers gain experience and knowledge via 
engaging with students with SENs in the classroom. Providing more opportunities to apply 
inclusive strategies into practice at a pre-service level can positively influence pre-service teachers’ 
perceived behavioural control, consequently pre-service teachers would engage with inclusive 
practice better when they become teachers (Forlin & Chambers, 2011; Sharma & Jacobs, 2016).  
 
6.2.3 The number of years of teaching experience.  In the survey in the current study, 
the respondents were divided into two groups to examine whether the years of teaching experience 
influenced their intentions to engage with inclusive practice. One group was teachers who had 1 
year of teaching experience or less. The other group was teachers who had 2- 5 years of teaching 
experience.  
In the survey of the current study, those who had 1 year of teaching experience or less (n = 
18) held ‘somewhat agreed’ attitudes towards inclusion (M = 5.1) while those who had 2- 5 years 
of teaching experience (n = 62) had neutral attitudes towards inclusion (M = 4.76). This result is in 
line with  previous literature such as Boyle et al. (2013) who found that those who had less than 1 
year of teaching experience had more positive attitudes towards inclusion (n = 27, M = 3.9, SD 
= .647) than those teachers who had 1-5 years of teaching experience (n = 52, M = 3.4, SD = .626).  
With regard to the influence of years of teaching experience on attitudes towards inclusion 
in the current study, it was found that there was no statistically significant impact of years of 
teaching experience on ECTs’ attitudes towards inclusion (b = .033, p = .877). This result was 
inconsistent with Boyle et al. (2013) who found that there was a statistically significant impact of 
years of teaching experience on attitudes towards inclusion (t = 3.23, df = 77, p = .002). An 
explanation may be that participants in Boyle et al. (2013) were high school teachers while 
participants in the current study were primary school teachers. Although there are studies which 
have examined primary school teachers’ attitudes towards inclusion (e.g., Hwang & Evans, 2011; 
Savolainen et al., 2012), these did not focus on ECTs. Instead they grouped teachers based on 
career stages, such as teachers who had 1-5 years of teaching experience, who had 6-10 years of 
teaching experience, and who had more than 10 years of teaching experience. Thus, it is difficult to 
compare the survey results of the current study to other studies.  
With the indirect relationship of years of teaching experience with intentions to engage with 
inclusive practice through attitudes towards inclusion, there was a positive impact of years of 
teaching experience on ECTs’ intentions to engage with inclusive practice via attitudes towards 
inclusion (b = .005). When creating dummy variables, the dummy coding of ‘1’ was those 
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respondents who had 1 year of teaching experience or less. In other words, ECTs’ intentions to 
engage with inclusive practice decreased once they had more years of teaching experience via their 
attitudes towards inclusion. However, no statistically significant impact was found in the current 
study (p = .886).  
The findings from the interviews supported the survey results. No matter how many years 
they have been in the teaching profession, all of the interviewees intended to educate students with 
SENs. T3 who had been in the teaching profession for nearly 5 years said, “I had to differentiate 
for him [a student with challenging behaviour] and also make adjustment and accommodations for 
him just to teach him … how to do his work”. T3 also mentioned that he would teach students with 
SENs in his class while he remained in the teaching profession. T1 who was in her second year of 
teaching had the same opinion as T3. T1 said: “I volunteered to have a student [with a SEN] next 
year. I am quite interested in this field [inclusive education]”, potentially inferring that more 
experienced teachers were not as willing or confident to meet the needs of students with SENs.   
Although there are studies that have included years of teaching experience to examine 
teachers’ attitudes towards inclusion (e.g., Hwang & Evans, 2011; Savolainen et al., 2012), there is 
very limited literature examining the impact of years of teaching experience on intentions to 
engage with inclusive practice (e.g., Bastious et al., 2008). While Bastiou et al. (2008) included 
years of teaching experience, they did not examine the relationship between years of teaching 
experience and teachers’ intentions to engage with inclusive practice. Although they did not 
examine these relationships, they insisted that intentions to engage with inclusive practice were 
related to the strength of teachers’ attitudes towards inclusion. This is in line with the comment of 
one of the interviewees in the current study: “If a teacher thinks it’s going to be a horrible 
experience and they think it’s going to make them anxious and stressed and work way harder then 
it’s going to be” (T3). T5 also supported an idea of T3. T5 said, “definitely - I think all teachers 
have their own opinion about how their students should be educated and I definitely think that the 
overall attitude … can positively or negatively affect inclusion of students with disabilities”.  
With regard to the influence of years of teaching experience on subjective norms, the results 
of the survey in the current study showed that the teachers with 1 year of teaching experience or 
less had a neutral opinion with regard to school staff members thinking the respondents need to 
educate students with SENs (M = 4.45). On the other hand, the teachers with 2-5 years of teaching 
experience thought school staff members expected them to engage with inclusive practice ‘to a 
large extent’ (M = 5.62). The survey results in the current study indicated that there was no 
statistically significant effect of years of teaching experience on subjective norms (𝑅2 = .011, F (1, 
77) = .85, b = -.25, p = .350). There was also no statistically significant effect between years of 
teaching experience on intentions to engage with inclusive practice via subjective norms found in 
the current study (b = -.001, p = .949). 
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The results of the interviews supported the survey results. T3 had 5 years of teaching 
experience and believed that school staff members would think she needed to educate students with 
SENs in his class. T3 commented “we’re regularly told it’s the law, that the Disability Standards 
say we have to include these students, we can’t not have adjustments for them”.  T2, with 3 years 
of teaching experience, also stated that school staff such as the job share teacher that T2 spent the 
most time with expected T2 to educate students with SENs in the class.  
While some of the interviewees were regularly told of the need to educate students with 
SENs in regular classrooms, two of the interviewees had never had a chance to talk with school 
staff members with regard to this topic. T4 had less than 1 year of teaching experience. She said, “I 
don’t know actually because we haven’t actually talked about anything based on students with [a] 
disability”. T6 had 2 years of teaching experience. She said she had no chance to talk with school 
staff members with regard to educating students with SENs. She assumed that they would expect 
her to educate students with SENs.  The question is, how could she make that assumption if she has 
not talked with relevant others? Possibly collaboration with school colleagues could provide 
information with which to clarify the opinion of others. Collaboration with school colleagues will 
be discussed in detail in section 6.2.4. 
There is literature examining the direct impact of years of teaching experience on intentions 
to engage with inclusive practice (e.g., Ahmmed et al., 2014). The findings of the current study did 
not support the findings of the study by Ahmmed et al. (2014) which found that years of teaching 
experience had a statistically significant impact on teachers’ intentions to engage with inclusive 
practice (β = .26, p < .05). In other words, teachers who had more teaching experience intended to 
engage with inclusive practice more than teachers who had less teaching experience. Participants in 
the study by Ahmmed et al. (2014) were teachers from all career phases. They examined the 
impact of years of teaching experience on intentions to engage with inclusive practice without 
specifying the number of years of teaching experience. Focusing on different participant groups 
might result in different findings between the current study and the study by Ahmmed et al. (2014).  
No studies were located that examined the impact of years of teaching experience on 
subjective norms and intentions to engage with inclusive practice through subjective norms. The 
findings of the current study are unique in examining the influence of years of teaching experience 
on subjective norms and on intentions to engage with inclusive practice via subjective norms. 
While the current study found that years of experience did not have a direct or indirect impact on 
intentions to be inclusive, more research is required.  This research should include a larger sample 
size, as well as possibly examine changes in intentions across a wider range of teacher experience. 
With regard to the influence of years of teaching experience on perceived behavioural 
control, those teachers with 1 year of teaching experience or less had the mean score of 5.64, 
slightly higher than teachers with 2-5 years of teaching experience presented the mean score of 
5.51. The results with regard to the influence of years of teaching experience on the ECTs’ 
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perceived behavioural control also showed that the ECTs’ perceived behavioural control became 
weaker once the ECTs gained more experience in educating students with SENs. However, the 
impact of years of teaching experience on perceived behavioural control was not statistically 
significant (𝑅2 = .009, F (1,77) = .670, b = .135, p = .416). The interview findings supported the 
survey findings. An interviewee who had 5 years of teaching experience said, “educating students 
with SENs is challenging and difficult… because even when I was trying my best there would still 
be big tantrums and emotional outbursts” (T3). Interviewees who had less than 1 year of teaching 
experience also commented that educating students with SENs in her class was “very challenging” 
(T4). T6 who had 2 years of teaching experience also answered that educating students with SENs 
was “difficult”.  
With regard to the influence of years of teaching experience on intentions to engage with 
inclusive practice through perceived behavioural control, no statistically significant indirect impact 
of years of teaching experience on ECTs’ intention to engage with inclusive practice through 
perceived behavioural was shown in the survey results (b = .025, p = .486). As mentioned above, 
T4 said educating students with SENs was “very challenging”. However, she intended to continue 
engaging with inclusive practice as it was an ongoing part of teaching. T3 also said, “it [engaging 
with inclusive practice] was very difficult”. However, T3 was “very willing to do that [engaging 
with inclusive practice]” as it was something that the legislation expected them to do. T6 also 
responded engaging with inclusive practice was “difficult” but it was something that was needed to 
do. T2 who had 2 years of teaching experience also said engaging with inclusive practice was 
“challenging” but again stated that she was willing to educate students with SENs as part of her 
professional responsibilities. 
The literature in examining what influences teachers’ intentions to engage with inclusive 
practice is a new agenda. In particular, literature in the influence of teachers’ background variables 
on intentions to engage with inclusive practice through attitudes towards inclusion, subjective 
norms, and perceived behavioural control is very limited. The current study contributes to this area 
of study, showing that years of teaching experience had not statistically influenced intentions to 
engage with inclusive practice. Instead, ECTs’ attitudes towards inclusion were the most influential 
variable on ECTs’ intentions to engage with inclusive practice. Subjective norms also had an effect, 
although weaker than attitudes, on their intentions. Further research is required to obtain a more 
precise idea to what extent years of teaching experience influence intentions to engage with 
inclusive practice through attitudes towards inclusion, subjective norms and perceived behavioural 
control. 
 
6.2.4 School support.  In the survey from the current study, the participants indicated 
that they received moderate support from school staff members such as a principal, school 
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colleagues, LST, parents of students with SENs and a mentor (M = 4.53). Although school support 
had positive influence on ECTs’ intention to engage with inclusive practice, school support had no 
statistically significant direct impact on ECTs’ intentions to engage with inclusive practice (b = .07, 
p = .107). It was also found that school support had a positive impact on the ECTs’ perceived 
behavioural control, but it was not statistically significant (b = .045, p = .401). Consequently, the 
influence of school support on the ECTs’ intentions to engage with inclusive practice through 
perceived behavioural control was not statistically significant although there was a positive indirect 
influence of school support on the ECTs’ intentions to engage with inclusive practice via perceived 
behavioural control (b = .008, p = .479).  
However, there were mixed findings with relation to the impact of school support on 
perceived behavioural control from the interviewees and their intentions to engage with inclusive 
practice. In the interviews, one of the interviewees commented that input from school colleagues 
was not always helpful. The interviewee said:  
certainly there is that community of teachers of schools you talk about your 
experience in the classroom if there was a particular child you had last year with 
them. But again it was Kindy. [There] was not someone had [the student] previously. 
… so that [there] wasn’t that kind [support from school colleagues] of input. … you 
know, [input from school colleagues was] general empathy. I think that is really hard 
(T1).  
Although her first year teaching experience was “challenging” and she did not always 
receive the support from school colleagues, T1 still intended to engage with inclusive practice. 
This exchange with the researcher also highlighted the importance of transitioning information 
from 1 year level to another.  This specific example involved possible information being passed on 
from a pre-school or early-years learning centre. 
On the other hand, some of the interviewees mentioned that receiving support from school 
colleagues made them more confident when engaging with inclusive practice. T4 said if there was 
support, then confidence was enhanced. T4 said, “They [school colleague in the same Year] teach 
the same grade and they know the students very well and usually the teachers I’ve met were very 
caring, so they were very willing to help”. Support from school colleagues was especially helpful 
when managing students’ challenging behaviour. T4 shared an episode about how to manage 
challenging behaviour and how school colleagues helped develop her understanding of a self-
regulation strategy. After she applied the self-regulation strategy, she found the strategy was “very 
small and simple but it was very effective”. This example provided evidence of ongoing and 
sustained support to apply a strategy within the specific context of a working classroom 
environment. 
T2 elaborated on how support from school colleagues was effective and had given her 
confidence to engage with inclusive practice. T2 had a job-share teacher who was an experienced 
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teacher and had become an unofficial mentor. The job-share teacher provided guidance and shared 
ideas on teaching students with SENs.  T2 was able to share behaviour management strategies and 
constantly work to develop these strategies with the job-share teacher. This showed the importance 
of having a mentor or an experienced teacher who can listen to ECTs' concerns regarding to 
educating students, including students with with SENs, and provide sustained and on-going support.  
T2 had gained a strong sense of perceived behavioural control because of on-going support from 
the job-share teacher. Like T2, ECTs could gain confidence to educate students with SENs by 
receiving on-going support.  
This finding is in line with the previous literature. It has been shown how ECTs who 
engaged with inclusive practice were influenced by how well they were supported. McKay (2016) 
reported how ongoing support from school colleagues developed ECTs’ pedagogical skills and 
knowledge that supported inclusive practices. Also, if teachers received support from school 
colleagues, their perceived behavioural control became stronger (Collie et al., 2012; Hosford & 
O’Sullivan, 2016).  
Collaboration with school colleagues was found to be a variable that influenced teachers’ 
perceived behavioural control. Hosford and O’Sullivan (2016) examined the relationship between 
school climate and teachers’ self-efficacy. In their study, a collaborative school colleague was 
highly related to teachers’ perceived behavioural control (rho =.54, p <.001). The nature of 
collaboration appeared to differ across examples.  
Conversations with school colleagues were considered an important variable for ECTs 
engaging with inclusive practice. Berry (2011) investigated what veteran teachers considered was 
needed for ECTs to engage with inclusive practice. Berry (2011) defined veteran teachers as 
teachers who had 6 years of teaching experience or more. In the study by Berry (2011), veteran 
teachers emphasised the importance of having consistent discussions and conversations with 
another teacher with regards to engaging with inclusive practice. Thus, the ECTs know that 
teachers are on the same page. Also, the ECTs would hear how other teachers modified lessons and 
assessment so that they could address the needs of every student in their classrooms. 
In the interview findings from the current study, the importance of school ethos was 
emphasised. T3 commented school ethos was the most important thing when implementing 
inclusive practice. He said, “we’re regularly told it’s the law, that the Disability Standards [say] 
we have to include these students, we cannot not [make] adjustments for them.” In his school, staff 
members were actively supportive and suggested ways of how to be inclusive. T3 said this was 
because school staff members all knew they were expected to include students with SENs. If the 
school emphasises and supports the principles of inclusion, teachers would become actively 
involved in an inclusive environment because everyone was working towards that school goal. T3 
also compared a school where school ethos was not very inclusive. So, “it [inclusion] might be 
more likely that you might just put that kind of student [students with SENs] on a computer all day 
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or something like that and not really worry about them” because school staff members did not 
have a positive outlook towards the principles of inclusion.  
Hosford and O’Sullivan (2016) emphasised the importance of establishing a positive school 
climate by providing teachers with support from school colleagues. This was because school 
climate provides teachers a great opportunity to have a positive experience with inclusive practice. 
This resulted in teachers attaining a high level of perceived behavioural control through 
engagement with inclusive practice (Collie et al., 2012; Hosford & O’Sullivan, 2016). These 
findings have implications for establishing a positive inclusive school climate through on-going 
support and collaboration with school colleagues.  
Beside support from school colleagues, most of the interviewees commented that support 
from a SLSO was a great help for them to engage with inclusive practice. T5 had experience with 
various levels of support such as collegial support and support from a SLSO. From a casual 
teacher’s perspective, she highlighted, "the difference made when … having the support in place is 
very obvious". She added: 
You feel like there's always that concern that such students could be left behind their 
peers, not coping well, not understanding the work, becoming disengaged from 
learning. Of course as well as this, I do believe that it's part of the importance of 
having a well differentiated teaching and learning program that can definitely, 
potentially lessen the need for having the additional support. But really from a casual 
teaching perspective, having the support in place is really, really very good. 
This was observed throughout most of the interviewees. Not only casual ECTs but also full-
time and part-time ECTs emphasised the importance of support from a SLSO. T3 commented that: 
 I have another student in my class and they’ve got high disability and whenever that 
student is in my class I have a teacher’s aide [SLSO] with that student at all times. So 
if that teacher’s aide wasn’t there, it would be very difficult to teach them. But 
because there’s another adult in the room it makes a huge difference. … The support 
can help them access the curriculum, access school environment.  
A SLSO assisted ECTs in supporting students with SENs to be engaged during the class. T5 
said types of support from SLSO were, “being with that student [a student with a disability] and 
helping that student settle and helping that student do work and helping that student takes a break 
if they need to”. T4 also commented the types of support from a SLSO: “stick with the child. 
Usually, they usually stick with the child throughout the day and help the child”. 
Although the interviewees mentioned that support from a SLSO was helpful, a question 
remains as to whether help from a SLSO was the most appropriate support for students with SENs. 
Giangreco and Broer (2007) expressed concerned about paraprofessional assistance being 
considered as “the only way” to support students with SENs in the classrooms (p. 149). A 5-year 
longitudinal study by Giangreco, Broer, and Suter (2011) examined the use of paraprofessionals 
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(i.e., SLSO) across 26 schools in California, Connecticut, Kansas, New Hampshire, Wisconsin and 
Vermont in the US. A total of 472 teachers participated in the study. In their findings, hiring a 
SLSO was considered as a “quick fix” and the “primary mechanism” to support students with 
SENs especially students with Autism, intellectual disabilities or multiple disabilities in the regular 
education environment (Giangreco et al., p. 25 - 26). One of the participants commented that “our 
service delivery model for kids with significant disabilities has pretty much been: hire a 
paraprofessional [SLSO]” (Giangreco et al., p. 26). 
Giangreco (2013) pointed out the practical problems of assigning individual 
paraprofessionals as “assigning the least qualified personnel to students who present the most 
complex learning challenges” (p. 97). The participants in the study by Giangreco et al. (2011) 
frequently commented “the least trained people working with the most complicated kids” as the 
biggest concern in supporting students with SENs in the classroom (p. 26).  Giangreco et al. (2011) 
raised concerns about the overreliance of paraprofessionals to provide access to an education for 
students with disabilities.  
The University of London conducted the Development and Impact of Support Staff (DISS) 
longitudinal project to obtain the impact of a SLSO with regard to the academic outcomes of 
students with SENs over the 5 years from 2003 to 2008 in Year 1, Year 3, Year 7 and Year 10 in 
England and Wales (Blatchford, Bassett, Brown, Martin, Russell, & Webster, 2009). Teachers 
were asked to note the amount of time students with SENs received support from a SLSO in 
English, Maths and Science. The noted support and the academic progress that students with SENs 
made over the year in English, Maths and Science was examined.  Students’ background variables 
such as gender, age, types of disability, severity of disability, ethnic group, family income, English 
as a second language and income deprivation were also controlled for within the analysis. Students 
with SENs who received more support from SLSO over the year made less progress in English, 
Math and Science than those who received less support from SLSO.  
With regards to the effect of support on attitudes towards inclusion, the survey results in the 
current study showed that there was no statistically significant direct relationship between school 
support and attitudes towards inclusion (b = -.061, p = .363).  Also, the current survey results 
indicated that there was no statistically significant relationship between school support and 
intentions to engage with inclusive practice via attitudes towards inclusion (b = -.012, p = .412). 
The attitudes of interviewees did not seem to be influenced by school support either. None of the 
interviewees mentioned that their attitudes towards inclusion had changed because of school 
support they had received. The results of the current study do not support the previous literature 
which found that school support had a positive impact on attitudes towards inclusion (e.g., 
Ahmmed, 2013; Ahmmed et al., 2014). In the study by Ahmmed (2013), the researcher examined 
the correlation between school support and teachers’ attitudes towards inclusion. A high 
correlation was found between school support and teachers’ attitudes towards inclusion (α = .86). 
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In another study, Ahmmed et al. (2014) found that school support had an impact on teachers’ 
attitudes towards inclusion (r = .0278, p < .005). The different results of the current study from the 
previous literature may be due to the range of experience of teachers. Participants in the previous 
literature were teachers across all career phases while participants in the current study were in their 
first 5 years of teaching experience.  
With regard to the impact of school support on subjective norms, the survey results of the 
current study showed that school support had a positive impact on subjective norms (b = .401). 
Also, it was shown that school support had a statistically significant influence on subjective norms 
(p = .000). If ECTs considered that they received more school support then they thought that 
school staff members think the ECTs need to educate students with SENs in their classrooms. The 
interviewees had the same response when they were asked whether the school support they had 
received affected their opinion in regard to subjective norms. T3 taught students in a school that 
welcomed student diversity. T3 commented that the school staff members expected them to 
educate students with SENs in their class. This was because school staff members, who worked 
within a school that enrolled students from a range of cultural backgrounds, talked about inclusion 
and diversity often and worked together to implement inclusion into practice. T5 also said the same 
as T3. T5 received support mainly from a SLSO and school colleagues. T5 assumed that her school 
staff members would think that she needed to educate students with SENs.  During the interview, 
T4 said she did not know whether her school principal expected her to engage with inclusive 
practice because she had not had the chance to talk with and to receive support with regard to 
engaging with inclusive practice from her school principal.  
Previous researchers have suggested investigating what support is helpful to teachers when 
the teachers engage with inclusive practice (e.g., Ahmmend et al., 2014; Ahmmend, 2013; Hosford 
& O’Sullivan, 2016). The results from the current study found that practical support such as 
behaviour management strategies, advice from teachers who taught the student with a SEN 
previously, and a SLSO were effective for the ECTs when engaging with inclusive practice.  
In the current study, it was shown that the indirect impact of school support on ECTs’ 
intentions to engage with inclusive practice through attitudes towards inclusion, subjective norms 
and perceived behavioural control was not statistically significant. Since the area of the foci of the 
current study is very new, there is limited literature on examining the impact of school support on 
ECTs’ intentions to engage with inclusive practice via attitudes towards inclusion, subjective 
norms, and perceived behavioural control. Thus, further research is needed to obtain a more precise 
picture of the relation of school support with intentions to engage with inclusive practice via 
attitudes, subjective norms, and perceived behavioural control. 
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6.3. Influences on ECTs’ Intentions to Stay in the Teaching Profession 
In this section, variables that influence the ECTs’ intentions to stay in the teaching 
profession are compared and contrasted then discussed. The respondents in the current survey 
provided evidence that they were likely to stay in the teaching profession in the next 5 years (M = 
6.15). Four of the interviewees also stated they intended to stay in the profession. One of the 
interviewees wanted to stay in the teaching profession but in a different employment arrangement 
so they were able to “start a family” (T6).  
Two of the interviewees wanted to leave the teaching profession so they could achieve their 
dream. T3 said he had a “passion to share with people about how to have a relationship with God 
and Jesus” (T3). He added, “even though I’m very passionate about teaching, that [sharing God 
with people] would be a stronger passion than my teaching passion”. T5 also wanted to change 
her job to become a school librarian. She said “I really enjoy doing library. I really like it. I just 
enjoy it. …I really love reading and I love literature”. She also liked the way of “having the 
opportunity to get to know every student in the school”. 
For those interviewees who intended to stay in the teaching profession in the next 5 years, 
the most frequently mentioned reason in the interviews was a passion for teaching. Interviewees 
commented they would stay in the profession in the next 5 years because they enjoyed and loved 
teaching. T4 expressed her love of teaching: “I see the students change … and how the students 
grow. Not just grow physically but mentally, emotionally … it’s very rewarding, to see the students 
grow”. T1 also said “I have really enjoyed [teaching]. I have always wanted to be a teacher”. T6 
also added “I love kids and teaching” while T2 added, “I love my job. I think it’s one of the most 
important jobs in the world and I love it”. 
In the current study, the biggest difference between those interviewees who intended to stay 
in the profession and those interviewees who intended to leave the profession was the love of 
teaching. This is in line with the findings of SiAS 2013 which related the views of teachers on their 
future career intentions (McKenzie et al., 2014). A total of 5,213 primary teachers from 619 
primary schools across Australia completed the survey called the ‘SiAS Teacher Survey’. In SiAS 
2013, ECTs were asked the reason they had become a teacher. Just over 80% of primary school 
ECTs answered that they decided to become a teacher because of a love of teaching.  
Those teachers who love teaching commit to teaching as a passion (Crosswell, 2006). 
Commitment from passion refers to “teacher commitment as a positive emotional attachment to the 
job” (Crosswell, 2006, p. 113). Teachers who hold commitment as a passion stay motivated and 
sustained even though the teaching profession is considered complex and challenging. Those who 
hold a passionate commitment do not link their love of teaching to other specific aspects of their 
teaching role such as behaviour management. Thus their intentions to stay in the teaching 
profession are not affected by what they have experienced during their teaching careers (Crosswell, 
2006). 
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Although there were no interviewees who intended to leave the teaching profession because 
of demanding and challenges in engagement with inclusive practice, there are a number of studies 
that report the reason for leaving the teaching profession was due to challenging experiences (e.g., 
Ewing & Manuel, 2005; Fantilli & McDougall, 2009; Romano, 2008). In the interviews in the 
current study, it was also found that the interviewees who intended to stay in the teaching 
profession had experienced a difficult time or challenges in educating with inclusive practice. 
However, it did not seem to influence their intentions to stay in the teaching profession. This may 
be related to resilience. How past experience with engaging with inclusive practice related to their 
intentions to stay in the profession and its relationship with resilience will be discussed in detail in 
the following section. After discussing the relationship between past experience with educating 
students with SENs and the ECTs’ future career intentions, other variables such as school support 
with regard to engagement with inclusive practice and perceived behavioural control will be 
discussed. These variables are extracted based on the previous literature.  
 
6.3.1 Past experience with educating students with SENs. In the current survey results, 
it was found that past experience with educating students with SENs had a negative influence on 
the ECTs’ decision to stay in the teaching profession (β = -.102). However, there was no 
statistically significant influence of past experience with educating students with SENs on the 
ECTs’ intentions to stay in the teaching profession (p > .05). One of the interviewees provided 
greater depth this finding by explaining that she had previous experience with educating a student 
with challenging behaviour, which she had found very difficult to address.  She said the student 
had challenging behaviour that included “absconding, leaving the classroom, um, and refusing to 
participate, hurting other children, quite a different range of things” (T1). However, she wanted to 
stay in the teaching profession at least for the next 5 years because becoming a teacher was her 
dream job. She also added that teaching was a rewarding job. She said she understood there might 
be teachers who wanted to leave the teaching profession because of the challenging experiences 
with educating students with SENs. However, she said she was not in this category, adding: 
I think certainly… days … being in tears because it was hard. … as much as days you 
really hang out for three o’clock, ah, wishing that certain behaviour won’t happen but 
there is always rewarding even if you don’t realise it (T1).  
Another interviewee (T4) had a similar opinion. T4 emphasised that educating students with 
SENs in the class was very challenging. She also said, “at the end of the day I’m tired” after 
teaching. Although educating students with SENs in the class was very challenging, she indicated 
that she would stay in the teaching profession over the next 5 years. This is because she loved 
teaching. She also added, “it’s very rewarding, just to see the students grow” (T4). T6 also had the 
same opinion as T4 and T1 with engaging with inclusive practice. She expressed engaging with 
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inclusive practice as difficult, however, she loved children and teaching and intended to stay in the 
teaching profession in the next 5 years.  
The previous literature showed that most ECTs faced challenging experiences such as 
difficulty in catering for the diverse needs of all children within the class; and dealing with students’ 
challenging behaviour and classroom management during their teaching years (Fantilli & 
McDougall, 2009). A number of ECTs decided to leave the teaching profession because of these 
challenging experiences (Fantilli & McDougall, 2009; Romano, 2008). A study by Buchanan et al. 
(2013) showed that their participants indicated that students’ behaviour management was a trigger 
to their decision making to leave the teaching profession. Heikonen et al. (2017) also reported that 
teachers’ challenging experience in classroom management, behaviour management, and the 
diverse needs of students had statistically significant influence on teachers’ decision making to 
leave the teaching profession (ß = .35, p < .01). 
However, the literature found that not only those teachers who intended to leave the teaching 
profession, but those who intended to stay, had the same experiences as those interviewees in the 
current study (Hong, 2012; Schuck, Aubusson, Buchanan, Varadharajan, & Burke, 2017). In a 
recent study by Schuck et al. (2017), 237 ECTs from New South Wales, Australia completed a 
questionnaire with regard to what was influencing them to stay in the teaching profession. At the 
end of the questionnaire two open-ended questions were included. The questions asked for 
comments about what made them stay and what challenged them most in the teaching profession. 
The results from the open-ended questions showed that 27% of the participants made comments 
about challenging experiences even though they wanted to stay in the teaching profession. The 
most commonly mentioned challenging experiences were classroom management and behaviour 
management. Buchanan (2014) in the Teacher’s Research Files podcast series said although ECTs 
who intended to stay in the teaching profession and leave the teaching profession had similar issues, 
the researchers could not quantify what made ECTs want to stay in the profession. Buchanan raised 
the concept of personal resilience as defining difference between the two groups.  
As mentioned in Chapter 5 in the current study, resilience is a teachers’ capacity to 
continually “bounce back” when they face challenging experiences and stress (Gu & Day, 2007, p. 
1302). The literature has found that ECTs’ resilience is one of the most important variables that 
impacts ECTs’ intention to stay in the teaching profession (e.g., Arnup & Bowel, 2016, Bowels & 
Arnup, 2016; Hong, 2012). A quantitative study was undertaken to examine the impact of 
resilience on primary and secondary teachers’ intention to stay in the teaching profession across 
Australia in 2014 (Arnup & Bowel, 2016). A total of 160 teachers who were in their first 10 years 
of teaching experience completed a questionnaire that consisted of demographic information and 
intention to stay in the teaching profession. Three items from the Intention to Leave scale (Hackett 
et al., 2001) were used to measure the participants’ intention to leave. The Teacher Job Satisfaction 
Questionnaire (TJSQ, Lester, 1987) was adopted to measure the participants’ job satisfaction while 
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the Resilience Scale for Adults (RSA, Friborg, Barlaug, Martinussen, Rosenvinge, & Hjemdal, 
2005) was used to measure teachers’ resilience. Results of a hierarchical regression found that 
resilience had statistically significant impact on teachers’ intentions to leave the teaching 
profession (F(6,159 = 11.74, p < .001, adjusted 𝑅2 = .29).  
Hong (2012) also reported the importance of teacher resilience on the teachers’ intention to 
stay in the teaching profession. Semi-structured interviews were conducted with 14 ECTs, seven 
‘stayers’, and seven ‘leavers’. Both groups graduated from a large South-Eastern University in the 
United States of America. The study found that both the leavers and the stayers had challenging 
experiences such as classroom management and students’ behaviour management. The biggest 
difference between the leavers and the stayers was resilience. The stayers had strategies to deal 
with challenging experiences such as setting emotional boundaries between students and 
themselves. Also, they said they received more collegial support than the leavers. Hong (2012) 
indicated that the support encouraged the stayers’ resilience when circumstances were challenging 
or adverse.  
The results of the study by Arnup and Bowel (2016) and Hong (2012) indicate that teachers 
who had a strong resilience may be placed to cope better with challenging experiences and 
stressful environments that lead to intentions to leave the teaching profession. As shown by the 
study by Hong (2012), school support may be one way to enhance the intentions of ECTs’ to stay 
in the teaching profession. In the next section, the impact of school support on ECTs’ intentions to 
stay in the profession will be discussed. 
 
6.3.2 School support.  In the current survey results, it was found that school support 
with regard to educating students with SENs had a positive impact on the ECTs’ decision to stay in 
the profession (β = .248). Also, school support had a statistically significant influence on the ECTs’ 
decision to stay in the teaching profession (p = .006). From this result, it was shown that the ECTs’ 
intentions to stay in the teaching profession became stronger when the ECTs received more support 
with regard to educating students with SENs from other school staff members.  
The results of the survey were supported by the interview data of the current study. The 
interviewees recounted specific types of support they received from school staff members and what 
support was effective when engaging with inclusive practice. Collegial support was considered one 
of the important types of support for the ECTs’ decision to stay in the teaching profession. Within 
collegial support, in particular, sharing behaviour management strategies was a great help for the 
interviewees who intended to stay in the teaching profession. For example, when there was a 
student with challenging behaviour, T4 discussed how to deal with it with her school colleagues 
who worked in the same year or stage level. Her colleagues shared ideas and behaviour 
management strategies which worked for the student with challenging behaviour. T4 commented 
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that the support from colleagues in the same year level was a great help because they knew the 
student and the learning environment well. When T4 applied the behaviour management strategies 
with the student with challenging behaviour and it worked she was able to have ongoing 
conversations with her colleagues which could further enhance her professional understanding. 
From this experience she could see the student with challenging behaviour changed his behaviour, 
which she found very rewarding.  
This result is in line with the previous literature. Romano (2008) found that classroom 
management was the most frequently mentioned area. Nine teachers in their first year of teaching 
in the Southwest United States of America were asked to make comments about the success and 
challenges experienced when they engaged with inclusive practice. When the respondents faced 
classroom management as a challenging experience, support from school colleagues was 
considered a great help.  
Fantilli and McDougall (2009) also found the importance of collegial support with regard to 
ECTs’ intentions to stay in the teaching profession. In particular, support from school colleagues in 
the same year level was considered valuable for ECTs. The researchers pointed out the importance 
of creating a collaborative school culture with school colleagues in sharing ideas of behaviour 
management strategies.  This finding reinforces the need for a positive school climate and ethos in 
promoting a supportive professional environment. 
Sharing teaching resources was also considered a valuable support. T2 who intended to stay 
in the teaching profession in the next 5 years received positive school support from her job share 
teacher when educating students with SENs. They shared not only behaviour management 
strategies but also teaching resources to educate students including students with SENs. T2 
commented that sharing teaching resources and behaviour management strategies was a great help 
when she faced situations such as facing students’ challenging behaviour or classroom 
management while teaching her students. T1 also said teaching resources, especially “specific 
resources” to educate a student with a SEN, were a great help. However, this level of support was 
infrequent, and it had not occurred during the past year.  
Sharing teaching resources with school colleagues was considered as valuable for not only 
those who intended to stay in the teaching profession in the next 5 years but also those who 
intended to leave the teaching profession. T3 who intended to leave the teaching profession 
received help such as sharing resources from school colleagues when he engaged with educating 
students with SENs. All of the school staff members at his school worked collaboratively and 
shared resources to educate students with SENs. He commented that he could get through his 
challenging experiences because of supportive school staff members. This support underpinned the 
expected of relevant others that teachers would cater for all students in their classroom.  
The findings from the interviews in the current study supported the previous literature. In a 
quantitative study by Burke et al. (2015), participants were divided into two groups: the ECTs who 
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intended to leave the teaching profession and the ECTs who intended to stay in the teaching 
profession. They then examined what types of support the ECTs in these groups preferred. They 
found that sharing teaching resources from more experienced school colleagues, especially through 
electronic avenues including online access at home, was considered of great value not only for 
those who intended to stay in the teaching profession but for the ECTs who intended to leave the 
teaching profession as well.  
ECTs valued receiving teaching resources from more experienced teachers especially that 
which experienced teachers had acquired through their life experiences. In a qualitative study by 
Allen (2009), 16 initial teachers in Queensland, Australia, were asked to make comments with 
regard to their pedagogical practice. The initial teachers felt privileged by the fact that they were 
able to use the teaching resources from experienced teachers. The initial teachers expressed 
confidence in educating their students, with and without SENs, using the teaching resources 
obtained from the experienced teachers. From the literature mentioned above, the researchers 
emphasised that creating a school environment which shares teaching resources and behaviour 
management strategies is essential to assist ECTs’ transition into the teaching profession (Allen, 
2009; Burk et al., 2005; Fantilli & McDougall, 2009). Through these supports and a positive 
school culture it is postulated that more ECTs may stay in the teaching profession.  
Not only collegial support and sharing teaching resources but also sustained support is 
considered as an important variable when ECTs engage with inclusive practice. McKay (2016) 
addressed a qualitative study to illustrate what types of ongoing problems beginning teachers face 
when educating students with diverse educational needs. Six beginning teachers participated in 
semi-structured interviews, completed reflective diaries, and were the subject of observations by 
the researcher in Brisbane, Australia. The results showed the importance of sustained support with 
regard to engaging with inclusive practice to ECTs’ intentions to stay in the teaching profession. 
Those ECTs who received on-going support from school colleagues increased their ability to 
respond to the educational needs of every student in different ways, such as linking lessons to 
students’ interests, differentiating instruction, and adjusting goal setting to meet the educational 
needs of each student. Through this experience the ECTs reflected on their teaching practice and 
enhanced their perceived behavioural control. In the next section, the relationship between ECTs’ 
perceived behavioural control and their future career intentions will be discussed. 
 
6.3.3 Perceived behavioural control. The survey participants in the current study 
responded that they were confident to some extent in educating students with SENs in their class 
(M = 5.54). Although their perceived behavioural control was not very strong, they answered that 
they were likely to stay in the teaching profession in the next 5 years  (M = 6.15). Multiple 
regression analysis was used to examine the impact of the ECTs’ perceived behavioural control on 
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their intentions to stay in the teaching profession. It was shown that the ECTs’ perceived 
behavioural control had a positive influence on their future career intentions (β = .394). Also, it 
was shown that the ECTs’ perceived behavioural control had a statistically significant impact on 
ECTs’ future career intentions (p < .038). Thus, the results indicated that if the ECTs’ perceived 
behavioural control was strong then their intentions to stay in the teaching profession become 
strong.  
Unlike the current survey results, the interview results in the current study illustrated a 
slightly differing picture. In the interviews, T2 who intended to stay in the teaching profession in 
the next 5 years was the only interviewee with a strong perceived behavioural control. She said she 
had gained a strong perceived behavioural control from a combination of academic and practical 
factors such as academic reading and collegial support.  
T1 also intended to stay in the teaching profession in the next 5 years. Unlike T2, T1 did not 
provide evidence of strong perceived behavioural control. She added her weak perceived 
behavioural control was from her last years’ experience when she had experienced days of “being 
in tears”. This was because teaching during the year had been hard and difficult. She had one 
particular student with challenging behaviour who she described “absconding, leaving the 
classroom, um, and refusing to participate, hurting other children”. She received support such as 
parent meetings and observations but it was “too little and too late”. Although she had had a 
difficult last year, she said she had gained more confidence educating students with SENs due to 
the last years’ experience. However, she confessed educating students with SENs in the class was 
still “challenging”.  
T4 also intended to stay in the teaching profession in the next 5 years. However, her 
perceived behavioural control was weak as well. She said engaging with inclusive practice was 
“very challenging”. T6 also said engaging with inclusive practice was “difficult”. She intended to 
stay in the teaching profession in the next 5 years because she “love[s] kids and teaching”. 
The survey findings from the current study echoed the previous literature. The previous 
meta-analysis of literature showed that ECTs’ perceived behavioural control had a positive impact 
on their commitment to the teaching profession (Chesnut & Burley, 2015). In the study by Chesnut 
and Burley (2015), teachers’ commitment to the teaching profession was interpreted through the 
constructs of intention, retention, commitment, burnout, attrition, or turnover. A total of 33 
quantitative studies were included based on criteria: (1) the literature examining pre-service and in-
service teachers self-efficacy and its relation with their commitment to the teaching profession; (2) 
the literature written in English; (3) the literature completed between 1980 to 2013; (4) the 
literature reported the relationship between self-efficacy and teacher commitment; and (5) 
published and unpublished literature. A total of 16,122 pre- and in-service teachers were covered in 
the 33 quantitative studies in North America, Asia, Europe, and Australia (overall effect size: .318, 
Q = 295.67, df = 32, p < .001). Chesnut and Burley (2015) found that pre-service and in-service 
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teachers’ self-efficacy was positively related to teachers’ commitment to the teaching profession 
(ES = + .32). It was found that teachers’ self-efficacy alone explained 10% of ECTs’ decision 
making on staying in the teaching profession.  
On the other hand, there was literature that reported somewhat different results from the 
review by Chesnut and Burley (2015). Wang et al. (2015) examined the relationship between 
teachers’ self-efficacy and their intentions to leave the teaching profession. A questionnaire was 
completed by 523 teachers in Ontario and Quebec in Canada. The TSES (Tschannen-Moran & 
Woolfolk Hoy, 2001) was used for self-efficacy measurement and three items were adapted from 
Hackett et al. (2001) to examine teachers’ quitting intentions. It was found if the teachers were 
confident in applying instructional strategies then their intentions to leave the teaching profession 
became stronger (ß = .20, p = .002). From this result, although teachers were capable of applying 
instructional strategies and doing so made teachers feel more accomplished, teachers’ intentions to 
stay in the teaching profession may be influenced by different variables.    
Hoigaard, Giske, and Sundsli (2012) examined the impact of (1) ECTs’ self-efficacy and (2) 
the ECTs’ resilience on their intentions to leave the teaching profession. A total of 191 ECTs 
completed questionnaires. The participants graduated between 2004 and 2008 from a University in 
Southern Norway. The Personal Teacher Efficacy Scale (PTE; Hoy & Woolfolk, 1993) was used 
to examine the ECTs’ self-efficacy. There were two items used to enquire about ECTs’ intentions 
to leave the teaching profession. There were six items used to examine the ECTs’ resilience while 
working. An example of a resilience item was ‘At my job, I am very resilient, mentally’ (Hoigaard 
et al., 2012, p. 350). Using a multiple regression analysis, Hoigaard et al. (2012) found that there 
was a negative influence of the ECTs’ self-efficacy on their intentions to leave the teaching 
profession (β = -.02). However, it was shown that the relationship between the ECTs’ self-efficacy 
and their intentions to leave the teaching profession was not statistically significant (p > .05). With 
regard to the impact of the ECTs’ resilience on their intentions to leave the teaching profession, a 
negative impact was reported (β = -.31). It was shown that there was a statistically significant 
impact of the ECTs’ high resilience on their intentions to stay the teaching profession (p < .05).  
The interview results from the current study support the study by Hoigaard et al. (2012). 
Although the interviewees in the current study had a weaker perceived behavioural control, their 
intentions to stay in the teaching profession were strong. Like the study by Hoigarrd et al. (2012), 
again, the reasons reflected in the interview results in the current study highlighted the 
interviewees’ resilience.  
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6.4 Relationship between ECTs’ Intentions to Engage with Inclusive Practice and their 
Future Career Intentions 
The survey results in the current study showed that there was a small correlation between 
ECTs’ intentions to engage with inclusive practice and their future career intentions (r = .152). 
This indicates that ECTs’ intentions to engage with inclusive practice had a small relation to their 
future career intentions. It was shown there was no statistically significant correlation between 
ECTs’ intentions to engage with inclusive practice and their intentions to stay in the teaching 
profession in the next 5 years as well (p = .180).  
This result is in line with the interview findings in the current study. When asked whether 
the interviewees would engage with inclusive practice, all of them answered they would engage 
with inclusive practice. One of the reasons for their intention to engage with inclusive practice was 
that students with SENs have a right to be educated on the same basis as students without SENs, as 
emphasised by legislation. Another reason to engage with inclusive practice was because of an 
interest in inclusive education.  
The previous literature pointed out that ECTs’ challenging experience in engaging with 
inclusive practice influenced ECTs’ intentions to stay in the teaching profession. For example, in a 
mixed-method study, Fantilli and McDougall (2009) showed that ECTs faced challenges in 
meeting the diverse needs of students, students’ behaviour management, classroom management 
and developing IEPs. A study by Heikonen et al. (2017) also showed that ECTs were challenged 
by classroom management, behaviour management, and meeting the diverse needs of their students. 
These challenging experiences influenced to some extent the ECTs’ intentions to leave the 
teaching profession (ß = .35, p < .01). A study by Romano (2008) also found that students’ 
challenging behaviour affected ECTs’ intentions to stay in the teaching profession.   
From the interview findings in the current study, students’ difficult behaviour was pointed 
out as a common challenging experience across interviewees. However, it did not seem to 
influence the interviewees’ decision to stay in the teaching profession. For example, T6 had a 
student who was very much violent to other students. Although she had a difficult experience, she 
loved teaching and she said she would stay in the teaching profession in the next 5 years. Again, 
the concept of personal resilience was observed. 
On the other hand, there were two of the interviewees who intended to leave the teaching 
profession in the next 5 years. They had experienced engaging with inclusive practice and both of 
them said it was challenging and difficult. For example, T3 had a student with challenging 
behaviour who  
run[s] out of the room up to five times in a session. … if he lost in a game or 
something like that, he may dive on someone else or hit someone and then scream and 
it’s not just like very nice to be around somebody who is like having such a huge 
outburst regularly.  
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However, the main reason of leaving the teaching profession for these two teachers was 
having a desire to achieve other things in their lives that still had links to being an educator. One of 
them wanted to become a school librarian. The other interviewee wanted to work at church to 
“spread God’s word”.  
Since there has not been many studies examining the relationship between ECTs’ intentions 
to engage with inclusive practice and their future career intentions, the current study makes a 
contribution to the literature with regard to the relationship between the ECTs’ intentions to engage 
with inclusive practice and their intentions to stay in the teaching profession. Students’ challenging 
behaviour in the classroom is one of the most frequently mentioned variables that creates a context 
where ECTs consider their options about staying in the teaching profession for a long time (Inman 
& Marlow, 2004; Buchanan et al., 2013; Romano, 2008).  
However, as examined in a study by Schuck et al. (2017), despite ECTs’ experiences with 
difficulties in managing students’ challenging behaviour and classroom management there were 
ECTs who intended to stay in the teaching profession while others not. Buchanan (2014) said in 
the Teacher’s Research Files podcast series that ECTs who intended to stay in the teaching 
profession and intended to leave the teaching profession had similar issues. However, Buchanan 
(2014) said they could not quantify what contributed to ECTs staying in the teaching profession. 
He suggested that personal resilience could be a contributing variable. As posed by Buchanan 
(2014), the results from the current study could be explained by the ECTs’ resilience, the capacity 
that makes ECTs “bounce back” when they face adversity (Gu & Day, 2007, p. 1302).  
 
6.5 Links to Theoretical Framework 
Ajzen (2011), who postulated the Theory of Planned Behaviour, insisted that an individual’s 
behaviour is directly influenced by the individual’s behavioural intention. A behavioural intention 
is formed through an aggregation of attitudes, subjective norms and perceived behavioural control. 
These predictors again are influenced by the individual’s background variables such as gender, age 
and ethnicity. Understanding the relationships between these variables allows for an investigation 
into how these variables influence an individual’s behaviour. Using this Theory of Planned 
Behaviour framework, to what extent and why these variables influence the ECTs’ intentions to 
engage with inclusive practice was investigated. To what extent and why these variables influence 
the ECTs’ intentions to stay in the teaching profession were also investigated. 
Results from the current study indicate that the ECTs’ attitudes towards inclusion played a 
more significant role in their intentions to engage with inclusive practice than other predictors (β 
= .322, p = .003). Most of the interviewees said that engaging with inclusive practice was 
challenging and difficult especially if there was a student with challenging behaviour. With their 
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positive attitudes towards inclusion, they were willing to educate students with SENs in their class 
(e.g., T1, T3, T4, T5 and T6).  
Subjective norms did not seem to influence the ECTs’ intentions to engage with inclusive 
practice in the current study. However, school culture was mentioned as important when engaging 
with inclusive practice (e.g., T3). Some of the interviewees said they had seen instances where 
school culture did not emphasise inclusion. Teachers in the school did not seem to care about 
students with SENs as much as teachers who worked at schools where inclusion was a big 
emphasis (e.g., T3 and T5). Within the positive school culture, school staff members offered to 
support each other and share ideas to educate students with SENs (Hoppey & McLeskey, 2014).  
The survey results found that the ECTs’ perceived behavioural control had significant 
influence on their intentions to engage with inclusive practice (β = .233, p = .004). The interview 
results were somewhat different from the survey results. There were teachers who were confident 
in engaging with inclusive practice (e.g., T1 and T2). Other interviewees were less confident (e.g., 
T3, T4, T5, and T6). However, all of the interviewees were willing to engage with inclusive 
practice. One of the reasons was having an interest in inclusion (e.g., T1). Another reason was 
teachers in the school were regularly told that students with SENs have the right to be educated on 
the same basis as other children by the legislation and therefore they have to include students with 
SENs. This links to the importance of school culture (e.g., T3).  
Collegial support did not show as a statistically significant variable on the ECTs’ intentions 
to engage with inclusive practice (p = .069) in the survey results. However, collegial support was 
considered important when engaging with inclusive practice among the interviewees. Particularly, 
the interviewees specified that support from colleagues who were in the same year or stage level, 
or who knew the student were helpful and supportive (e.g., T1 and T4).  
Among the interviewees a SLSO or paraprofessional was considered as an important support 
when engaging with inclusive practice, especially with students with challenging behaviour.  
Interviewees said a SLSO was an extra pair of hands in the classroom. The SLSO would deal with 
the student’s challenging behaviour while the ECTs worked with other students. Also, the SLSO 
would help other students while the ECTs addressed a student’s challenging behaviour. The 
literature highlights a number of cautions when considering the support offered by a SLSO. The 
teachers need to think whether a SLSO is helpful not only to teachers but also to all students 
including a student with SENs (Giangreco, 2013). 
With regard to ECTs’ intentions to stay in the teaching profession within the Theory of 
Planned Behaviour, school support with regard to inclusion was positively related to their 
intentions to stay in the teaching profession (β = .248, p = .006). The interviewees also commented 
that support from school staff members helped them to stay in the teaching profession, and to 
pursue ways to overcome current challenges.  
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The ECTs’ perceived behavioural control had a statistically significant influence on the 
ECTs’ intentions to stay in the teaching profession as well (β = .394, p < .038). However, the 
findings from the interviews provided a deeper and slightly different perspective. Although the 
interviewees said it was challenging and difficult when managing students’ challenging behaviour, 
they still intended to stay in the teaching profession (e.g., T1 and T4). The reason behind their 
intention to stay in the teaching profession even when the engagement with inclusive practice was 
challenging has been conceptualised as personal resilience. Buchanan (2014) also, could not 
quantify what contributed to ECTs staying in the teaching profession in their research. This was 
due to both ECTs who intended to leave, and those who intended to stay in the profession, 
expressing concerns about the challenging experiences of addressing students’ behaviour 
management, the complexity of classroom management and meeting the diverse learning needs of 
students. Buchanan (2014) posed the variable of personal resilience, a variable that the current 
study appears to support.  
Given the findings from the current study, it can be concluded that the use of the Theory of 
Planned Behaviour as a framework for the investigation of ECTs’ intentions to engage with 
inclusive practice was appropriate. By including personal resilience, variables that influence ECTs’ 
intentions to stay in the teaching profession would be examined more appropriate.  
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Chapter Seven 
Conclusion 
 
In the previous chapter, meta-inferences of the survey and the interview results were drawn 
based on the research questions. While undertaking the process of meta-inferences, the literature in 
the topic was linked and addressed. Then the discussion of the results was linked to the Theory of 
Planned Behaviour. 
In this chapter, the limitations of the current study will be presented and discussed. 
Suggestions will then be made to support ECTs’ experience in engaging with inclusive practice as 
well as recommendations for further research in the area.   
 
7.1 Limitations 
Identifying and being aware of limitations of the current study are important to consider 
when drawing conclusions. This is because all studies cannot address all research methodology 
issues. Also, every researcher has different opinions about the use of methods and the ways of 
reporting their results (Chasan-Taber, 2014). By acknowledging and providing limitations of the 
current study, the researcher is able to provide recommendation for future research as well. 
Conclusions drawn from any study are limited and bounded by the participants recruited to 
be part of the study. The target participants for the current study were ECTs who had teaching 
experience up to 5 years. Because of the difficulty experienced while recruiting participants for the 
current survey, other ways of recruitment were implemented. The supervisor of the researcher tried 
to obtain a list of ECTs from differing professional bodies, with limited success due to restrictions 
within statuary bodies. Another recruitment method the researcher tried was a snowballing 
sampling methodology. Most of the respondents in the current survey were obtained through 
snowballing sampling. Despite a number of strategies for recruiting ECTs to the study, small 
cohort (the total of 79 ECTs that informed this study) itself placed restrictions on the conclusions 
that could be drawn. 
While there were sufficient numbers of early career teachers to reach the critical number of 
participants to carry out the initially planned analyses, this study was impacted by the small 
number of respondents.  A consequence of this small sample included the need to use alternative 
data analysis; it also placed significant limitations on the generalisation of results.  Future studies 
may seek to examine alternative strategies for sampling and recruitment.   
As experienced by the current study, if there is difficulty in obtaining specific data on ECTs 
within the study area, Dillman et al. (2009) have suggested that researchers visit potential research 
sites and ask potential participants to complete the survey. To obtain more respondents, future 
researchers may visit sites such as a forum or conference for ECTs and thereby facilitate the 
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completion of the survey. Another way of enhancing numbers of participants is convenience 
sampling. Convenience sampling is one of the methods of nonprobability sampling. The researcher 
selects a potential sample based on certain criteria such as, easy to access to the sample; 
participants’ willingness to participate; or geographical proximity (Etikan, Musa, & Alkassim, 
2016). The researcher is able to access potential participants to obtain a sufficient number of 
participants. Although convenience sampling cannot be guaranteed to be “representative of the 
population”, the researcher is able to obtain meaningful information to answer the research 
questions (Creswell, 2008, p. 155). A study by Savolainen et al. (2012) applied convenience 
sampling to examine pre-service and in-service teachers’ attitudes towards inclusion and their self-
efficacy in inclusive practice. They applied convenience sampling to obtain potential participants 
from different cultural and socio-economic contexts. Savolainen et al. (2012) pointed out that a 
larger sample size could increase the credibility of the results and generalisations. 
Throughout the interviews in the current study, participants alluded to the importance of 
support received from a SLSO. However, the study was not able to establish the relationship of 
support received from a SLSO to the ECTs’ intentions to engage with inclusive practice. This is 
because support from a SLSO was not included in the survey developed for the study. Also, some 
of the findings were different between the survey and the interviews such as the influence of the 
ECTs’ perceived behavioural control on their intentions to stay in the teaching profession and the 
influence of the subjective norms and the ECTs’ intentions to engage with inclusive practice. 
When integrating findings from different methods, it is argued that the findings are not necessarily 
consistent (Teddlie & Tashakkori, 2009). When there are different sets of findings within a mixed-
method design, the researcher is able to obtain new information that might be lost if there is just a 
single method applied. Thus, different sets of data provide a more complete and enhanced view of 
reality (Slonim-Nevo & Nevo, 2009).  
 
7.2 Implications and Suggestions for Further Research 
Interestingly, it was found that half of the survey respondents and one of the interviewees in 
the current study reported they had not undertaken a course related to special and inclusive 
education at a pre-service level. Is this because the participants in the current study did not 
remember what they had learnt at a pre-service level because the course was not considered 
important to them? Or did they really not take a unit of study in special and inclusive education 
during their initial teacher education programs? Future research may examine the nature of units of 
study completed, and the impact of these units of study on ECT preparedness to teach students 
with disability.  
The current study found that a unit of study in special and inclusive education had no 
statistically significant impact on ECTs’ intentions to engage with inclusive practice. A number of 
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studies have reported that participants felt the unit of study on special and inclusive education at a 
pre-service level was insufficient when they engaged with inclusive practice in the class (e.g., 
Mader, 2017; MacFarlane & Woolfson, 2013). In a recent piece of Australian research, Rowan, 
Kline, and Mayer (2017) reported that 57.5% of ECTs felt that they were not prepared to teach 
students with disability.  Again, the nature of teacher education studies in this area was not 
examined, emphasising the need for greater research in this domain of education.  
The results of the current study show that the ECTs’ attitudes towards inclusion were more 
influential on the ECTs’ intentions to engage with inclusive practice than the ECTs’ perceived 
behavioural control. However, the ECTs’ actual engagement with inclusive practice was not 
observed. Thus, it is not sure that the ECTs’ attitudes towards inclusion influence their actual 
engagement with inclusive practice via their intentions to engage with inclusive practice. Further 
study is suggested to examine the influence of the ECTs’ attitudes towards inclusion on their actual 
engagement with inclusive practice through observation. 
Support from a SLSO was considered as one of the most effective supports for the ECTs to 
engage with inclusive practice from the interview findings. Because this was not included in the 
current survey, the effect of support from a SLSO on ECTs’ intentions to engage with inclusive 
practice was not examined within the wider group of the participants. Previous studies have not 
included support from a SLSO when examining teachers’ intentions to engage with inclusive 
practice as well (e.g., Batsiou et al., 2008; MacFarlane & Woolfson, 2013; Yan & Sin, 2014). It 
would be beneficial if further research was undertaken to examine support from a SLSO and its 
impact on teachers’ intentions to engage with inclusive practice. 
On the other hand, previous literature on the support from a SLSO and its impact on students 
with SENs found effect on academic achievement of the students with SENs in English, Math and 
Science (Blatchford et al., 2009). Giangreco (2013) pointed out the practical problems of assigning 
individual paraprofessionals as “assigning the least qualified personnel to students who present the 
most complex learning challenges” (p. 97). Further research is suggested to investigate how to 
maximise the use of a SLSO for both ECTs and students with and without SENs.  
Formal and informal collegial support was considered an effective support in the current 
study. Collegial support was found to be related to not only boosting ECTs confidence to engage 
with inclusive practice, but their intentions to stay in the teaching profession as well. The findings 
of this study expand the previous literature in regards to the effect of support on teachers’ 
intentions to engage with inclusive practice and ECTs’ intentions to stay in the profession (e.g., 
Ahmmed et al., 2014; Schuck et al., 2017). In particular, collegial support is created within a 
supportive school environment. In the interviews in the current study, interviewees pointed out the 
importance of school culture. The interviewees said if the school culture is established to promote 
the principles of inclusion and to help each other to engage with inclusive practice, teachers in the 
school will engage with inclusive practice. Evidenced by the findings from previous literature and 
 169 
 
the current study, creating a collegial, supportive environment can be created by school executives 
(Fantilli & McDougall, 2009; McLeskey, Waldron, Spooner, & Algozzine, 2014). School 
executives are able to create fostering relationships with school colleagues, student learning, and 
teaching (Fantilli & McDougall, 2009). Exploring how exemplary school executives lead schools 
to a positive and welcoming inclusive culture, and foster positive relationships need to be 
investigated. 
A number of studies assumed that ECTs’ experience in inclusive practice may have an 
impact on their career decision making (e.g., Buchanan et al., 2013; Heikonen et al., 2017). From 
the current study, it was found that there was no statistically significant impact of previous 
experience in inclusive practice on ECTs’ future career intentions. Since there were very limited 
studies examining the impact of the experience with inclusive practice on ECTs’ future career 
intentions, it was hard to compare the results from the previous literature. Further research is 
required to examine the effect of experience with inclusive practice on ECTs’ future career 
intentions. This research needs to consider experience in terms of the type of experience (e.g., 
duration, level and type of support) as well as the employment status of the ECT (e.g., casual, 
temporary, full-time). 
 
7.3 Conclusion 
The current study investigated the relationship between ECTs’ intentions to engage with 
inclusive practice and their future career intentions. Specifically, variables that influenced ECTs’ 
intentions to engage with inclusive practice and their future career intentions were investigated 
within the framework of the Theory of Planned Behaviour. The research questions were developed 
based on the theoretical framework presented in Figure 1.5 and literature review. 
A mixed-method approach was implemented to examine the relationship between ECTs’ 
intentions to engage with inclusive practice and their intentions to stay in the profession. Survey 
and semi-structured interviews were implemented. The survey consisted of seven parts: 
background information, subjective norms, school support, attitude towards inclusion, intentions to 
engage with inclusive practice, perceived behavioural control, and stay intentions. A total of 79 
respondents completed the survey. The semi-structured interviews were conducted with six ECTs. 
Thirteen interview questions were addressed.  
Multiple regression analysis and PROCESS were applied to examine the impact of the three 
determinants and background variables on the intentions to engage with inclusive practice and to 
stay in the profession. Analysis for the interview was guided by a grounded theory analysis process 
to understand what impacted on intentions to engage with inclusive practice and future career 
intentions.   
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The findings of the current study were addressed and discussed based on the research 
questions. The results found that attitudes towards inclusion had a positive impact on ECTs’ 
intentions to engage with inclusive practice. Strong perceived behavioural control had a positive 
impact on ECTs’ intentions to engage with inclusive practice. However, while interviewees 
intended to engage with inclusive practice, they indicated managing students’ challenging 
behaviour was challenging and difficult. The findings about the effect of subjective norms on the 
impact on intentions to engage with inclusive practice were somewhat different from the survey as 
well. The survey results indicated that subjective norms had no statistically significant impact on 
intentions to engage with inclusive practice. However, some of the interviewees indicated that 
school staff members’ opinion, including school ethos, strongly impacted their engagement with 
inclusive practice.  
The current study examined the impact of background variables on attitudes towards 
inclusion, subjective norms, and perceived behavioural control and in turn, the effect of 
background variables on the intentions of ECTs to engage with inclusive practice. Both survey and 
interview results found that previous experience in educating students with SENs, a course 
undertaken in special/inclusive education at a pre-service level and the years of teaching 
experience had little influence on the three determinants and in turn, the intentions to educate 
students with SENs. With regard to school support and its impact on attitudes towards inclusion 
and subjective norms, school support had no or limited impact on attitude towards inclusion and 
subjective norms in both survey and the interview results. The survey and the interview had 
different results with regard to perceived behavioural control. The survey results found there was 
no relationship between school support and perceived behavioural control. On the other hand, the 
interview results provided evidence that those who received support from a SLSO and colleagues 
presented a positive influence of school support on their perceived behavioural control and 
intentions to engage with inclusive practice. In particular, on-going collegial support was 
considered to be effective in making ECTs’ perceived behavioural control strong and their 
intentions to engage with inclusive practice positive.  
The previous literature on ECTs’ decision to stay in the profession presented challenges that 
ECTs faced and their effect on ECTs’ decision to stay in the profession (Fantilli & McDougall, 
2009; Hughes, 2012). The challenges that influenced were challenging behaviour of students in 
their classroom, classroom management and diversity of students’ needs. These challenges are also 
shown in the literature in teachers’ difficulties in implementing inclusive practice (e.g., Heikonen 
et al., 2017; Romano, 2008). However, it is shown that past experience in educating students with 
SENs had no impact on ECTs’ stay intentions in the present study. Instead, ECTs’ who received 
school support in educating students with SENs presented intentions to stay in the profession in the 
survey and the interviews as well. Perceived behavioural control also had a positive impact on 
ECTs’ stay intentions in the profession. From the interviews, it was found that those who received 
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support with regard to educating students with SENs had strong perceived behavioural control. 
Although support with regard to implementing inclusive practice showed positive effect on ECTs’ 
stay intentions, ECTs’ intentions to engage with inclusive practice showed no correlation with 
ECTs’ stay intentions.  
The current study has contributed to the field by examining what influences both ECTs’ 
intentions to engage with inclusive practice, and their future career intentions from the inclusive 
practice perspective. Attitudes towards inclusion, collegial support, support from a SLSO, and 
positive school culture were considered as effective variables influencing ECTs’ intentions to 
engage with inclusive practice. Support from school staff members was considered helpful to the 
ECTs’ intentions to stay in the teaching profession. Since there has been limited research on this 
topic, care should be taken when applying the findings from the current study into practice. More 
studies are required to examine the relationship between ECTs’ intentions to engage with inclusive 
practice and their future career intentions. Also, investigating how personal resilience influences 
their intentions to stay in the teaching profession is recommended for further research to assist 
ECTs’ engagement with inclusive practice and their future career intentions. 
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Appendix P - Interview open codes 
Open codes   
Special and inclusive education course undertaken at Uni 1,1,1,1,1, 
Equal access 1,1,1, 
Universal Design for Learning 1, 
Child-centre environment 1, 
Flexibility 1, 
Differentiation 1,1,1 
An Equal opportunity 1,1,1, 
Accommodation 1, 
A student with challenging behaviour 1,1, 
A student with ODD 1, 
A student with hearing impairment 1, 
A student with Mental Health, Trauma and Emotional disturbance 1, 
A student with visual impariemtn 1, 1 
A student with Autism 1,1,  
A student with ADHD 1,  
Refusing to participate 1, 
Leaving the classroom/Absconding 1,1,1, 
Hurting other children 1, 
lack of concentration 1, 
task completion 1, 
input time 1, 
outburst 1, 
Not great 1, 
Worried 1,1,  
Challenging 1,1,1,  
Confidence 1,1,1,   
Difficult 1,1,1  
Good 1, 
Strong 1, 
anxiety 1, 
Lack of experience 1,1,1, 
Incapable 1,  
Tired 1,  
willing to teach students with SENs,    1, 1, 
a variety in the classroom is actually quite good, 1, 1 
good for students without SEN to understand of diversity, 1 
beneficial to students with SENs 1 
Observation 1,1 
Referral 1,1, 
SLSO 1,1,1,1,1,1,1,1,1,1,1  
Counselling from learning support team 1, 
Counselling from counsellor 1,1,1,1 
Assessment 1,1 
Literacy support for the student 1, 
parent meeting  1,1,1,1,1,  
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Advice and guidance from more experienced teacher 1,1,1,1 
Suggestion after parents meeting 1, 
Professional learning 1, 
Emergency funding 1,  
Aboriginal Liasion Officer 1,  
Learning support team 1,  
Counsellor 1,  
Helping writing IEP 1,  
Creating inclusive environment 1,  
Little support from supervisor 1,1,  
No support from supervisor 1, 
No supervisor 1, 
Emotional support 1, 
Sharing experience with teachers who taught the child in the previous 
year 
1,1,1, 
Workshop 1, 
Sharing Proformas 1,1 
Sharing behaviour management strategies 1,1,1,  
Collaboration 1, 
Support students with SEN 1,1,1,1, 
funding 1,  
Support students without SEN 1,1,  
No direct support from principal 1,1, 
"Too little too late" 1 
"makes a student with SEN different" 1 
makes different-SLSO 1,1 
very effective-SLSO 1,1 
make class easier 1 
Helpful 1,1,1 
Very good-resources 1 
Earlier support 1,  
Sharing experience with supervisor 1,  
immediate meeting with parents with school counsellor 1,  
in-class support 1,1,1,  
support from professionals  1,1,1  
proactive support 1,  
Extra time for planning 1,1  
“following up”,  1,  
resources-visual timetable 1,  
sharing resources 1,  
sharing strategies 1, 1,  
financial support 1,  
observation of other teachers’ class 1,  
Access teachers help literacy 1,  
access to a learning support teacher  1,  
classroom resources 1, 1,  
access ICT  1,  
sharing information sheet regarding to types of disability 1,  
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School policy regarding to sharing positive behaviour management 1,  
Time to share strategies with school colleagues 1,  
“Take home book”,  1,  
“Liking the parents” to student’s work at school 1,  
“reward chart”, 1,  
feeling chart,  1,  
consultation with mentor 1, 
research “best strategies for managing disruptive behaviour”,  1, 
a lot of academic reading 1, 
speak to many people 1, 
task analysis 1, 
“cushion and rubber”,  1,1 
Velcro under his desk 1, 
creating risk assessment 1,  
making sure the student understands everything 1,  
emphasising rules 1,  
consequences 1,  
toy 1,  
Experienced colleagues 1, 1,  
unofficial mentor-emotional support 1, 
school counsellor 1,  
supervisor 1,  
SLSO 1,1,1 
Yes-Expectation of others ECTs teach students with SENs 1,1,1,1,1 
Don’t-know:Expectation of others ECTs teach students with SENs 1,  
Ethos of inclusion 1, 1,  
School attitude towards inclusion 1,  
High influence of school colleagues' opinion 1, 1,  
School policy influences teachers 1,  
No influence as they are on the same page 1,1 
Develop policy 1 
Creating inclusive environment 1,1 
promoting universal design 1,  
promoting adjustment for all students 1,  
encourage teachers to create IEP 1,  
let any student in the school even those who live “out-of area” 1,  
Arrange school support 1 
being a role model 1,  
no position-“look like they don’t care” 1,  
Overseeing the teaching of students with SENs 1,  
Reporting 1,  
Creating resources 1 
in-class support 1 
helps create learning support programs 1,  
Work together and share information to support students with SENs 1,  
encourage 1,  
teach students with SENs 1, 1,  
students with SENs are provided “the equivalent learning to their 1,  
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mainstream peers” 
Suggestions 1, 1,  
Provide feedback  1,  
Preparing the task with teacher 1, 
Assisting teachers 1,  
monitoring students during the class,  1, 1,  
Future career intention-Yes 1,1,1,1 
Future career intention-Yes but different position 1, 
Future career intention-don’t' know 1,  
Permanent position 1,  
enjoy teaching 1,1  
rewarding 1, 1,  
dream job 1,  
Love job 1,1 
another dream to achieve 1,  
Does not think teaching as a long-term career 1,  
move my heart 1,  
enjoy doing library 1,  
love to get to know every student in the school and rewarding 1,  
like the library, reading and literature 1,  
 1 
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   Conceptual categories and open codes 
  Axial codes Open codes   
Special/inclusive education course undertaken at uni Special/inclusive education course undertaken at Uni 1,1,1,1,1, 
Principles of inclusion Equal access 1,1,1, 
Universal Design for Learning 1, 
Child-centre environment 1, 
Flexibility 1, 
Differentiation 1,1,1 
An Equal opportunity 1,1,1, 
Accommodation 1, 
Previous experience A student with challenging behaviour 1,1, 
A student with ODD 1, 
A student with hearing impairment 1, 
A student with Mental Health, Trauma and Emotional disturbance 1, 
A student with visual impariemtn 1, 1 
A student with Autism 1,1,  
A student with ADHD 1,  
Refusing to participate 1, 
Leaving the classroom/Absconding 1,1,1, 
Hurting other children 1, 
lack of concentration 1, 
task completion 1, 
input time 1, 
outburst 1, 
Perceived behavioural control Not great 1, 
Worried 1,1,  
Challenging 1,1,1,  
Confidence 1,1,1,   
Difficult 1,1,1  
Good 1, 
  
 
2
3
6 
Strong 1, 
anxiety 1, 
Lack of experience 1,1,1, 
Incapable 1,  
Tired 1,  
Attitude towards inclusion willing to teach students with SENs,    1, 1, 
a variety in the classroom is actually quite good, 1, 1 
good for students without SEN to understand of diversity, 1 
beneficial to students with SENs 1 
Support Observation 1,1 
Referral 1,1, 
SLSO 1,1,1,1,1,1,1,1,1,1,1  
Counselling from learning support team 1, 
Counselling from counsellor 1,1,1,1 
Assessment 1,1 
Literacy support for the student 1, 
parent meeting  1,1,1,1,1,  
Advice and guidance from more experienced teacher 1,1,1,1 
Suggestion after parents meeting 1, 
Professional learning 1, 
Emergency funding 1,  
Aboriginal Liasion Officer 1,  
Learning support team 1,  
Counsellor 1,  
Helping writing IEP 1,  
Creating inclusive environment 1,  
Little support from supervisor 1,1,  
No support from supervisor 1, 
No supervisor 1, 
Emotional support 1, 
Sharing experience with teachers who taught the child in the previous year 1,1,1, 
Workshop 1, 
Sharing Proformas 1,1 
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3
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Sharing behaviour management strategies 1,1,1,  
Collaboration 1, 
Support students with SEN 1,1,1,1, 
funding 1,  
Support students without SEN 1,1,  
No direct support from principal 1,1, 
Effectiveness of support "Too little too late" 1 
"makes a student with SEN different" 1 
makes different-SLSO 1,1 
very effective-SLSO 1,1 
make class easier 1 
Helpful 1,1,1 
Very good-resources 1 
Required support Earlier support 1,  
Sharing experience with supervisor 1,  
immediate meeting with parents with school counsellor 1,  
in-class support 1,1,1,  
support from professionals  1,1,1  
proactive support 1,  
Extra time for planning 1,1  
“following up”,  1,  
resources-visual timetable 1,  
sharing resources 1,  
sharing strategies 1, 1,  
financial support 1,  
observation of other teachers’ class 1,  
Access teachers help literacy 1,  
access to a learning support teacher  1,  
classroom resources 1, 1,  
access ICT  1,  
sharing information sheet regarding to types of disability 1,  
School policy regarding to sharing positive behaviour management 1,  
Time to share strategies with school colleagues 1,  
  
 
2
3
8 
Strategies “Take home book”,  1,  
“Liking the parents” to student’s work at school 1,  
“reward chart”, 1,  
feeling chart,  1,  
consultation with mentor 1, 
research “best strategies for managing disruptive behaviour”,  1, 
a lot of academic reading 1, 
speak to many people 1, 
task analysis 1, 
“cushion and rubber”,  1,1 
Velcro under his desk 1, 
creating risk assessment 1,  
making sure the student understands everything 1,  
emphasising rules 1,  
consequences 1,  
toy 1,  
Person provides support Experienced colleagues 1, 1,  
unofficial mentor-emotional support 1, 
school counsellor 1,  
supervisor 1,  
SLSO 1,1,1 
Others' expectation about ECTs teaching students with 
SENs 
Yes-Expectation of others ECTs teach students with SENs 1,1,1,1,1 
Don’t-know:Expectation of others ECTs teach students with SENs 1,  
Influenced others' opinion on ECTs about teaching a 
students with SENs 
Ethos of inclusion 1, 1,  
School attitude towards inclusion 1,  
High influence of school colleagues' opinion 1, 1,  
School policy influences teachers 1,  
No influence as they are on the same page 1,1 
Professional position Develop policy 1 
Creating inclusive environment 1,1 
promoting universal design 1,  
promoting adjustment for all students 1,  
encourage teachers to create IEP 1,  
  
 
2
3
9 
let any student in the school even those who live “out-of area” 1,  
Arrange school support 1 
being a role model 1,  
no position-“look like they don’t care” 1,  
Overseeing the teaching of students with SENs 1,  
Reporting 1,  
Creating resources 1 
in-class support 1 
helps create learning support programs 1,  
Work together and share information to support students with SENs 1,  
encourage 1,  
teach students with SENs 1, 1,  
students with SENs are provided “the equivalent learning to their mainstream peers” 1,  
Suggestions 1, 1,  
Provide feedback  1,  
Preparing the task with teacher 1, 
Assisting teachers 1,  
monitoring students during the class,  1, 1,  
Future career intention Future career intention-Yes 1,1,1,1 
Future career intention-Yes but different position 1, 
Future career intention-don’t' know 1,  
Reason of their opinion about future career intention Permanent position 1,  
enjoy teaching 1,1  
rewarding 1, 1,  
dream job 1,  
Love job 1,1 
another dream to achieve 1,  
Does not think teaching as a long-term career 1,  
move my heart 1,  
enjoy doing library 1,  
love to get to know every student in the school and rewarding 1,  
like the library, reading and literature 1,  
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Appendix R - Steps for developing themes  
 
Step 1 of developing themes (Listing categories into one place) 
     Special/inclusive education 
course undertaken at uni 
 
Attitude towards inclusion 
 
Principles of inclusion 
     Received support 
 
Perceived behavioural control 
 
Future career intention 
     Reason of their opinion 
about future career intention 
 
Effectiveness of received 
support 
 
Required support 
     Previous experience 
 
Strategies 
 
Professional position 
     Person provides support 
 
School ethos 
 
Others' expectation about 
ECTs teaching students with 
SENs 
    Future career intention 
 
Influenced others' opinion on 
ECTs about teaching a students 
with SENs 
   
 
 
  
     
     
Step two of developing themes (Grouping categories) 
     Reason of their opinion 
about future career intention 
Support  Perceived behavioural control 
     
Future career intention  Effectiveness of  support   Previous experience 
       
  Required support  Strategies 
     
  Professional position 
 
Special/inclusive education 
course undertaken at uni 
   
 
 
  Person provides support Principles of inclusion 
     
  School ethos  Attitude towards inclusion 
     
  Others' expectation about ECTs 
teaching students with SENs 
 
    
     
   Influenced others' opinion on 
ECTs about teaching a students 
with SENs 
 
 
 
     
Step three of developing themes (Creating themes) 
    
 Future career decision  School climate  Teacher variables 
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Reason of their opinion 
about future career intention 
 Support  Perceived behavioural control 
     
Future career intention  Effectiveness of  support   Previous experience 
       
  Required support  Strategies 
     
  Professional position 
 
Special/inclusive education 
course undertaken at uni 
   
 
 
  Person provides support Principles of inclusion 
     
  School ethos  Attitude towards inclusion 
     
  Others' expectation about ECTs 
teaching students with SENs 
 
    
     
   Influenced others' opinion on 
ECTs about teaching a students 
with SENs 
 
     
 
 
